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ABSTRACT 
AN INVESTIGATION INTO THE MULTICULTURAL EDUCATIONAL 
DEVELOPMENT OPPORTUNITIES FOR MIDDLE SCHOOL 
TEACHERS IN A LARGE URBAN SCHOOL SYSTEM 
FEBRUARY 1998 
ROBERTO R. BUTLER, B.M.E., HOWARD UNIVERSITY 
M A E., GEORGE WASHINGTON UNIVERSITY 
M B A., SOUTHEASTERN UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Barbara Love 
THE PROBLEM: Teachers have been given responsibility for providing the academic, 
social and vocational education necessary for students to function as whole and healthy 
citizens in society. In the United States, public schooling has stood at the center of viable 
democratic processes. This study examines the extent to which one large, urban school 
district with a multicultural population, provides multicultural educational opportunities 
to classroom teachers. 
SCOPE OF STUDY: The primary questions this study seeks to address include: (1) 
What multicultural staff development opportunities are available to teachers in the 
District of Columbia school system? (2) Are teachers given release times to participate 
in multicultural staff development training? (3) What incentives are provided to 
encourage teachers to participate in multicultural staff development training? and (4) 
What resources have been made available to assist teachers with training and development 
in multicultural education? 
VI 
Chapter one outlines the statement and background of the research topic and research 
questions. The significance of the study and study’s assumptions and limitations are 
described. In addition, definitions of the key terms used in the study are provided. 
Chapter two provides a review of the literature on multicultural education. Research 
on teacher education and staff development and multicultural curriculum development is 
also reviewed. 
Chapter three outlines the research design. This includes a description of the data 
collection and analysis procedure, the population of the study and the methodology used 
in the data analysis. 
Chapter four presents the study’s findings and chapter five provides a summary of the 
conclusions, implications and recommendations of the study. 
METHOD: A six-point Likert type scale questionnaire consisting of 27 items was 
designed to measure four categories related to multicultural education training and 
development opportunities for middle school teachers in three randomly selected middle 
schools. Subsequently, a total of 57 out of 65 respondents returned questionnaires. 
In conclusion, an overall review of the qualitative data reveals the level and frequency 
of participation of middle school classroom teachers within three randomly selected 
middle schools in multicultural staff development activities. Further, the analysis of the 
data will serve as a guide for subsequent planning with system-wide training. 
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CHAPTER I 
INTRODUCTION TO THE STUDY 
Focus Of This Study 
Multicultural education aims to respond to the diverse learning needs of a multicultural 
school population as well as prepare all learners for effective citizenship in a world that is 
increasingly, overwhelmingly, multicultural (Bennett, 1990). These two quite different 
schooling agendas are not new, though they have received significant attention from 
educators and education reformers in the last decade. 
The school population in the United States has always been diverse, though that 
diversity was not always recognized (Nieto, 1992). Until recently, “assimilationist” and 
“melting pot” ideologies predominated in schooling philosophy (Gollnick and Chinn, 
1990). The elimination of difference and the creation of sameness was a major goal of 
schooling (Baptiste, 1979). “E Pluribus Unum” (out of many, one), dictated educational 
policy and practice (Ravitch, 1990). Educational curriculum and teaching methodologies 
followed this dictum. That schools should not only recognize and celebrate diversity, but 
should also seek to accommodate diversity in curricular goals and teaching strategies is a 
relatively recent idea. 
The content of the goal of preparing students for effective, responsible citizenship is 
changing. The early years of public education in the United States were characterized by a 
world where a mainstream majority dictated the norm nationally, and the United States 
along with a few countries of the west dictated the norms internationally. 
Public schooling has entered a phase of national and international history where, 
according to a U.S. Department of Labor report, (Johnston and Packer, 1987) 
multiculturalism is rapidly becoming a predominant characteristic of the labor force in the 
United States. Economic competition and effective participation in the arena of world 
politics mandate the ability to interact with an international constituency from common 
ground. On the international level, neither “splendid isolation” nor “the big stick policy” 
of economic and cultural imperialism will facilitate survival into the twenty first century. 
Multicultural education has been proposed as an education strategy to meet these twin 
challenges faced by the United States (Gollnick, 1990). It proposes an educational 
philosophy with requirements for curricular reform and pedagogical practices. There is, 
however, a major constraint in the implementation of multicultural educational reforms. 
Most educational practitioners were trained at a time when multicultural education, in 
philosophy and in practice, was unknown. Professionals who have had no training in 
multicultural education populate the teaching staff of most public schools. It is axiomatic 
that it will be difficult at best for them to implement an educational reform for which they 
have no training (Banks, 1989). The primary question facing educational reformers 
centers on how to make multicultural educational training opportunities available to the 
classroom practitioner. 
This dissertation examines the extent to which one large, urban school district with a 
multicultural population provides multicultural educational opportunities to classroom 
teachers. 
2 
Statement Of The Problem 
Teachers have been given responsibility for providing the academic, social and 
vocational education necessary for students to function as whole and healthy citizens in 
society. In the United States, public schooling has stood at the center of viable democratic 
processes. 
With the rapidly increasing presence of ethnic and racial diversity, and the demands for 
recognition of all diversity within the school system, teachers are challenged with the 
complex task of both providing curricular and teaching strategies that speak to the needs 
of this diverse student group, as well as providing the knowledge, skills and 
understandings which students need to function effectively in a multicultural world. Given 
the lack of multicultural education in most teacher training programs until very recently, 
many teachers are ill equipped to meet this challenge. 
Some school systems such as the District of Columbia have mandated the inclusion of 
multicultural education in the school curriculum (District of Columbia Public Schools, 
1992). The mandate to implement a multicultural curriculum is only realistic to the extent 
that teachers are given the opportunity to gain the knowledge, skills and understandings 
that would allow them to in turn, include multiculturalism in curriculum and pedagogy. 
This study investigates the multicultural staff development opportunities available to 
teachers in a selected urban school system in the mid Atlantic region. Specifically, this 
study examines the extent to which multicultural educational opportunities are available to 
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teachers in the predominantly African-American, Latino, and Asian, District of Columbia 
School system. The primary questions this study seeks to address include: 
1. What multicultural staff development opportunities are available to teachers in the 
District of Columbia School system? 
2. Are teachers given release times to participate in multicultural staff development 
training? 
3. What incentives are provided to encourage teachers to participate in multicultural staff 
development training? 
4. What resources have been made available to assist teachers with training and 
development in multicultural education? 
Background Of The Problem 
It is projected that by the year 2000, there will be a profound increase in the presence 
of people of color in the United States. Almost a third of new entrants to the labor force 
will be people of color and women (Johnston and Packard, 1987). The world as a global 
village (McLuhan, 1989), increasingly characterizes the participation of the United States 
on the international level. The ability of the United States to remain viable as an economic 
and political power is conditional on its ability to adopt and implement policies, which 
enable maximum utilization of its increasingly diverse population and workforce. 
The changing racial composition of the United States and the increasing level of 
economic competition in the international market place make it untenable to ignore the 
diversity of the country and the world. To maintain a viable society as well as a position 
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as a world leader, the United States will need to develop and implement educational 
policies that (a) insure that this multicultural workforce is well trained, well motivated, and 
grounded in a vision of belonging to a society that respects and embraces their diversity; 
and (b) insure that all citizens are prepared for participation in a world community 
characterized by diversity. 
Historically, public schools served as the social institution where the children of poor 
European immigrants could be socialized into “Americans.” Throughout public schooling, 
they learned to become effective citizens, part of the “mainstream” (Auster, 1991). 
During the late nineteenth and early twentieth century, the melting pot theory of 
assimilation was the basis for public school philosophy, policy and practice. Assimilation 
of all cultural groups into a model American continued to be a major function of public 
schooling (Gollnick and Chinn, 1990). People of color were, for the most part, excluded 
from this process. Black people were sent to “separate but equal schools” (Clark, 1983). 
Native Americans were segregated into reservation schools and Asians went to school in 
“Chinatown” (Havinghurst, 1974; Scarcella, 1990). People of color who attended White 
schools were socialized into “whiteness” (Ravitch, 1990). 
From the advent of public education in the United States until the civil rights 
movement of the sixties, people of color were denied access to the educational 
opportunities available to children of European immigrants. It has only been within the 
last few decades that the United States has embraced cultural pluralism as a societal goal. 
The Civil Rights movement of the 1960’s gave major impetus to the move to cultural 
pluralism in schools. One outcome of the Civil Rights movement of the 1960’s was the 
new voice of people of color demanding acceptance, respect and the political, social and 
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economic opportunities previously denied. Recognition that the educational system was 
no more equitable or just than other institutions was accompanied by demands for 
educational reform. Civil rights activists believed that the dominant ethnocentric view 
regarding Anglo-Saxon culture and values as superior foundation for educational 
curriculum was responsible for the failure of traditional education and the dominant 
society to respect and appreciate cultural diversity. 
Multicultural Education 
The goals of multicultural education have been scrutinized and redefined over the last 
twenty years. Attempts at gaining full acceptance of a multicultural education have been 
hampered by confusion and debate over the meaning of multicultural education, its 
philosophical basis and its viability as a process for bringing about equity in society (Nieto, 
1990). While critics maintain that the goals of multicultural education lack a conceptual 
framework, most agree that public schools are failing to meet the educational needs of 
most people of color (Banks, 1989). 
Debates about multicultural education in the last decade have centered on terminology 
and concerns about “political correctness.” Meanwhile, teacher training and development 
in multicultural education remains limited. While educational reformers recognize the 
failure of public schooling to prepare children from all ethnic groups for effective 
participation in society, few school systems have been able to allocate the resources 
required to adequately implement multicultural educational opportunities. 
Rationale And Significance Of The Study 
This study is important to an understanding of the means by which teachers and other 
educators acquire the knowledge, skills, and understandings required for implementation 
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of a multicultural education. Data regarding multicultural educational development for 
teachers will assist in any useful assessments of the viability of public schooling. 
Limitation Of The Study 
This study examines multicultural educational development opportunities available to 
teachers in one large urban school district. The data provided by this study will be 
representative only to the extent to which that school district is representative. 
Since the Superintendent of this school district has mandated the development of a 
multicultural curriculum, it is reasonable to assume that multicultural staff development 
opportunities are readily available (District of Columbia Public Schools, 1992). This 
could mean that such opportunities are more readily available than in a school district 
where no such institutional policy has been established. 
The location of the system for this study may also provide a limitation to the 
generalizability of the findings of this study. A large, urban school system with a majority 
population of students of color may find more pressing demands for the implementation of 
teacher training than a suburban or rural, largely white school system. Thus, the findings 
of this study may not be generalized to such a school system. 
Assumptions Of This Study 
Three fundamental assumptions undergrid this study. First, approximately 25 percent 
of children in school today are ethnic minorities (Davis, 1989). Current patterns of 
immigration, particularly with the influx of people from Southeast Asia, Latin America, 
and the Caribbean, ensure that ethnic pluralism will continue to be the American way in 
the foreseeable future (Banks, 1994). Extensive research indicates that disproportionately 
high numbers of ethnic minority students are dropping out of school or are being 
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suspended or expelled, and that disproportionately high numbers of those who do remain 
in school are achieving far below their potential (Banks, 1994). For example, in 1990, 
32.4 percent of Hispanic youths and 13.2 percent of African American youths between the 
ages of 16 and 24 had dropped out of high school, compared to 9 percent of White youths 
and 12 percent of all youths (U.S. Bureau of the Census, 1992, p. 160). Given these bleak 
statistics, this study assumes that the traditional curriculum has not attained the goal of 
academic excellence nor equity in public school education, due largely to our failure to 
educate the nation’s ethnic minorities and the poor. A change in the existing public school 
curriculum is believed necessary to reverse the negative educational trends of minority 
students. 
A second assumption of this study is that by providing a multicultural perspective to 
the educational practices, both curricular and pedagogy, would not only give minority 
students a greater possibility for equality of educational opportunity, but this trend of 
educational failure for students of color can be reversed. The literature contends this 
assumption to be founded in beliefs that greater opportunities for academic success are 
more prevalent in groups of students whose cultural characteristics are more consistent 
with the culture, norms, and expectations of the school than students whose cultures are 
less consistent with the school culture. Low-income African American males, for 
example, tend to have more problems in schools than middle-class Anglo males (Gibbs, 
1988). 
Finally, this study assumes that access to multicultural educational training for teachers 
is imperative to the implementation of the goals of the multicultural educational 
movement. The literature also suggests that teacher training must include new paradigms 
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about the ways students learn, about human ability (Gardner, 1983; Gould, 1981), and 
about the nature of knowledge. In order to restructure schools and make multicultural 
education a reality these notions will need to be institutionalized in teacher development 
programs. More fundamentally, teachers will have to believe that all students can learn, 
regardless of their social-class or their ethnic-group membership, and that knowledge is a 
social construction with built-in social, political, and normative assumptions (Code, 1991; 
Harding, 1991; Collins, 1990). 
Banks (1994) proclaims, “implementing multicultural education within a school is a 
continuous process that cannot be implemented in a few weeks or several years.” The 
implementation of multicultural education requires a long-term commitment of school 
improvement and restructuring. Therefore, teacher training must incorporate the goals of 
multicultural education in order to facilitate its success with classroom implementation. 
Definition Of Terms 
The following section provides a brief overview of the relevant terms and definitions 
used in this study. 
Culture: 
There are no precise definitions of culture. In general, most definitions utilized by 
social scientists include the following key concepts. The laws of nature: The right to 
preserve one’s life or to live in peace, the right to eat, and the right to maintain social 
relations with one’s neighbors; to prepare the way for social life (Durkheim, 1965). 
Culture is learned by individuals and shared with other members of society or a 
community. “It is that complex whole which includes knowledge, belief, art, morals, 
law customs and any other capability acquired by humans as a member of society” 
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(Ramsey, 1989). Culture is the way individuals perceive, believe, evaluate and behave 
from a “shared understanding of ideas that include the intellectual, moral, and 
aesthetic standards prevalent in a community” (Goodenough, 1986; LeVine, 1984). 
Multicultural Education: 
Over the last two decades varying definitions of multicultural education have evolved. 
For the purpose of this study, multicultural education is defined as “an approach to 
teaching and learning that is based upon democratic values and beliefs, and seeks to 
foster cultural pluralism within culturally diverse societies and an interdependent 
world” (Bennett, 1990). The goals of multicultural education are to: (a) Promote the 
strength and value of cultural diversity; (b) promote human rights and respect for 
those from different cultural backgrounds; (c) acquire a knowledge of the historical 
and social realities of our society in order to gain a deeper understanding of racism, 
sexism, and classism and other manifestations of oppression; (d) to inculcate 
sympathetic appreciation of alternative life choices; (e) promote social justice and 
equality for all people; and (f) promote equality in the distribution of power and 
income among groups of people (Gollnick, 1990). 
Macroculture: 
Macroculture is defined as the influence and manifestation of a dominant culture in 
the political, social and economic institutions within a society. In the United States, 
the macroculture has generally been dominated by Anglo-Saxon values, culture and 
customs (Arensberg and Niehoff, 1975). 
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Microculture: 
Microcultures are defined as subsocieties within the United States that embody the 
cultures of the many ethnic and racial groups within our society. These groups 
represent cultural patterns that are either absent or inappropriately represented in the 
United States macroculture. Despite the distinctive patterns of the various 
microcultures, all share some cultural patterns with all members of the United States 
macroculture (Giroux, 1988). 
Multiculturalism: 
Multiculturalism is defined as “a state in which one has mastered the knowledge and 
developmental skills necessary to feel comfortable and communicate effectively with 
people of diverse cultural backgrounds” (Hoopes, 1979). Multiculturalism is also 
defined as a process by which individuals become proficient in multiple systems for 
perceiving, evaluating, believing, and acting according to the patterns of the various 
microcultures in which they participate (Banks, 1994). 
Pluralism: 
Pluralism is a theory that espouses the idea that cultural groups, particularly ethnic 
groups, should be allowed to maintain separate and distinct identities from the 
dominant group (Gollnick, 1990). 
Assimilation: 
Assimilation is defined as the process by which subordinate groups adopt or are 
forced to adopt the customs, practices, values, and standards of the dominant culture. 
It often implies that the distinctive cultural patterns that distinguish the subordinate 
groups have disappeared or intertwined with the dominant culture (Gollnick, 1990). 
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Anglo-Conformitv Theory: 
The Anglo-Conformity theory renunciates the ancestral culture of immigrants in favor 
of the behavior and values of the Anglo-Saxon core group. The goal of the theory is 
to maintain English institutions, the English language, and English-oriented cultural 
patterns as dominant and standard in American life (Gordon, 1964). 
Melting Pot Theory: 
A concept created during the early part of the nineteenth century, the melting pot 
theory was the widely supported notion that immigrants from varying ethnic groups 
would be able to learn the dominant culture of our society and assimilate into the 
existing social structures as “Americans.” Metaphorically speaking, the United States 
was seen as a huge melting pot into which all diverse people were dumped to melt 
away the differences, thereby creating people who were very much alike (Tiedt and 
Tiedt, 1990). 
Cultural Pluralism : 
Cultural pluralism is defined as the social, economic and political variation in a given 
society and the anthropological patterns accompanying the variation. In the context 
of public education, it means the recognition of variation through instructional 
approaches, materials, and assessment. Cultural pluralism supports the autonomous 
freedom of cultural variation among entities in the American milieu (Baptiste, 1979). 
Acculturation: 
Acculturation is the process by which a human being acquires the culture of her/his 
society. It is the intercultural borrowing between diverse peoples resulting in new and 
blended patterns of living, learning and assessing (Baptiste, 1979). 
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Stereotype: 
A stereotype is a preconceived or pre-judged idea about a group of people with 
diverse membership. This broad categorization, generally represents an 
oversimplified opinion, affective attitude, or uncritical judgment (Baptiste, 1979). 
Organization Of The Study 
Chapter one of the study outlines the statement and background of the research topic 
and the research questions. The significance of the study and study’s assumptions and 
limitations are described. In addition, definitions of the key terms used in the study are 
provided as well as a table of contents. 
Chapter two includes a review of the literature, which provides the framework for this 
study. Three key areas of literature are reviewed beginning with a review of research on 
multicultural education. Research on teacher education and staff development and 
multicultural curriculum development are also reviewed. 
Chapter three outlines the research design. This includes a description of the data 
collection and analysis procedure, the population of the study and the methodology used 
in the data analysis. 
Chapter four presents the study’s findings and chapter five provides a summary of the 
findings, conclusions, implications and recommendations of the study. 
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CHAPTER II 
MULTICULTURAL EDUCATION AND TEACHER STAFF DEVELOPMENT 
Profound political and social changes of recent decades have resulted in pluralism being 
generally recognized as an important organizing principle of this society (Ravitch, 1990). 
In fact, schools are perceived as multicultural societies in microcosm. They reflect as well 
as fit into the larger society. 
The purpose of this study is to investigate the current state of multicultural educational 
development opportunities available to middle school teachers in a large urban school 
system. The questions explored in this study included: 
1. What multicultural staff development training is provided for teachers? 
2. Are teachers given release times to participate in multicultural staff development? 
3. In what ways do central and local school administrators encourage teachers to 
participate? What incentives are provided? 
4. What system-wide resources have been made available to assist teachers with training 
and development in multicultural education? 
This chapter provides a review of literature on the development of the multicultural 
education movement, on the development and implementation of multicultural curriculum, 
and on teacher education and staff development. 
Multicultural Education 
Evolution Of Multicultural Education 
Education in the United States has traditionally been dominated by a monocultural 
perspective which has excluded the values, customs, and history of non-European racial 
and ethnic groups in society (Amato-Richard, 1991). In the last three decades many non- 
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European ethnic and racial minorities have protested the exclusion of a multiethnic 
educational curriculum and have pushed for efforts to remedy the problem (Banks, 1988). 
From the colonial days to the late nineteenth century, education in the United States 
served several functions. First, education served as the mechanism to provide the 
fundamental knowledge, to teach the basic skills while transmitting values to children. 
Second, public education served as the vehicle for socializing the youth to embrace a 
national culture. It provided the foundation for a social balance and promoted the values 
defined by the dominant society to contribute to the stratified economy. Third, public 
education was responsible for providing certain skills to prepare future citizens to live in 
the technological world and to participate in the economy (Johnston, 1987). With the 
increasing wave of immigrants to the United States during the early 1900’s, ensuring that 
these individuals were integrated into the United States society added a new responsibility 
to the public education system (Bullivant, 1987). The educational system was responsible 
for “Americanizing” newcomers as they presumably were a threat to democratic ideals, the 
English tongue and, in some cases, the Protestant religion (Davis, 1988). 
In order to maintain the existence of an “American culture,” the melting pot theory 
emerged which developed and maintained a dominant monocultural education that focused 
on assimilating non-Anglo-Americans into the overall society through the teaching of 
curriculum that centered on “classic” disciplines and western European traditions 
(Gollnick, 1990). The underlying assumption was that immigrants of Anglo-Saxon 
background and other racial and ethnic groups would mix and result in a superior new 
American model. The mix was successful to some extent with white immigrant groups 
from Western Europe (Bullivant, 1987). 
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There were immigrants from non-western societies and groups however, that did not 
and could not mix. Periodically during the twentieth century, vocal minority groups 
challenged the melting pot ideology (Epps, 1974). The struggles of these groups can be 
characterized into three distinct movements: The Intergroup Education Movement, the 
Ethnic Studies Movement, and the most recently emerging Multicultural Education 
Movement. 
The Intergroup Movement 
The Intergroup Education Movement began following World War II. The emergence 
of this movement was primarily a result of the growing racial awareness of African- 
Americans brought about by the participation of African-American soldiers in World War 
II (Banks, 1988). After fighting a war to make the world free and safe for democracy and 
freedom, African-American soldiers returning to the United States found that they were 
still considered second class citizens. The educational establishment responded with the 
Intergroup Education Project (Shulman, 1993). The project was designed to provide 
instructional activities for teaching isolated units on various ethnic groups, exhortation 
against racial prejudice, the organizing of intergroup get-togethers, and the banning of 
books considered stereotypic or demeaning to racial minority groups. A basic assumption 
of Intergroup Education was that respect and acceptance of another racial or ethnic group 
could occur as the result of knowledge gained about ethnic and racial groups (Banks, 
1994). 
The Intergroup Education Movement never internalized the ideology on which the 
movement was based. Most educators saw Intergroup Education as a reform project for 
schools that had open racial conflict, and tension. They did not see the applicability of 
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intergroup education for what they considered their smoothly functioning and non¬ 
problematic schools. Intergroup Education was financed primarily by special funds. 
Consequently, when the special funds and projects ended, the movement faded (Shulman, 
1993). 
The Ethnic Studies Movement 
Beginning in the early 1960’s, African-American and non-European ethnic groups 
began to assert their identities more aggressively than had occurred during the Intergroup 
Education era (David and Harrington, 1971). The racial tensions between African- 
Americans and whites, and between the economically advantaged and the economically 
disenfranchised resulted in riots and the creation of many minority organizations to 
vocalize the political, economic and social concerns of minority groups throughout the 
country (Dandy, 1991). 
With increased awareness of inequities in the areas of work, housing and education, 
there were demands to end overt discrimination and segregation. Racial pride soon turned 
to ethnic pride. Many schools responded by instituting ethnic studies. The ethnic studies 
movement attempted to address the concerns of minorities by implementing educational 
curriculum that reflected the cultural heritage and contributions of minority groups that 
had not been previously included. The content of the ethnic studies curriculum consisted 
of material on various racial and ethnic groups emphasizing what Davis calls “Facts, 
Foods, Famous people and Festivals” (Davis, 1988). 
The Ethnic Studies Movement had a greater impact on public education than the 
Intergroup Movement. One impact affected the anglocentric curriculum on university 
campuses. For example, many White students on university campuses formed coalitions 
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with students of color to demand that the university curriculum be reformed to include 
content about people of color and women (Banks, 1994). Still others evolved from 
people of color and women in positions of leadership in educational institutions. As 
researchers, professors, administrators, textbook authors, people of color and women 
pushed for the inclusion of the experiences of their people to be integrated into the school 
and university curriculum. This push provided a major challenge to the dominant 
curriculum (Banks, 1994; Anderson and Collins, 1992; Jones, 1985). 
The Ethnic Studies Movement, however, had its limitations. The major criticisms 
outlined by opponents to the movement were that the ethnic studies movement did not 
deal with the underlying problem of racism (Banks, 1989). It was perceived as divisive 
because it separated ethnic groups into courses to study their own cultural contributions 
and values to the exclusion of other groups (Depalmer, 1991). More importantly, critics 
felt that the movement failed to denounce the perceptions of Anglo-Saxon ethnocentrism 
and superiority in course curriculum (Nieto, 1992). 
Multicultural Education Movement 
The middle of the 1970’s marked the beginning of the Multicultural Education 
Movement. A primary goal of the movement was to advocate for cultural pluralism and 
denounce all ideologies which advocated and supported the assimilation of ethnic and 
minority groups (Banks, 1994). Another important goal of multicultural education is to 
increase educational equality for both gender groups, for students from diverse ethnic and 
cultural groups, and for exceptional students (Banks and Banks, 1993; Sleeter and Grant, 
1988). 
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The Multicultural Education Movement attempts to address four major issues in 
relation to public education and the implementation of a multicultural curriculum. The 
first goal was to have patterns that reflected the racial and ethnic diversity of the society. 
The second goal was to ensure that the curriculum of the school was unbiased and 
incorporated the contributions of all cultural groups. Third, the movement espoused the 
philosophy that the language of the student should be respected and recognized. The 
fourth goal of the movement was to ensure that the instructional material was free of bias, 
omissions and stereotypes. Education advocates wanted to ensure that the cultural values, 
histories and customs of varied groups were included in overall course material rather than 
treated as supplement to general course material (Baptiste, 1979). 
James Banks articulates the goals of multicultural education as follows: 
• To help all students develop more positive attitudes toward different cultural, racial, 
ethnic and religious groups. 
• To help students develop cross-cultural dependency and view themselves from the 
perspective of different groups. 
• To transform the school so that male and female students, exceptional students, as 
well as students from diverse cultural, social, racial, and ethnic groups will experience 
an equal opportunity to learn in school (Banks, 1989). 
Banks acknowledges that multicultural education has become a “useful umbrella,” but 
one that “is not an adequate concept to guide research and policy decisions on problems 
related to racial and ethnic minorities” (Banks, 1989). 
19 
Havighurst (1974), contends that while multicultural education supports the 
foundations of equal representation of all members within the society, any understanding 
of cultural pluralism must include the following: 
1. Mutual appreciation and understanding of the various cultures in the society. 
2. Cooperation in the various groups in the civic and economic institutions of the society. 
3. Peaceful coexistence of diverse life styles, folkways, manners, language patterns, and 
religious beliefs, as well as family structures. 
4. Autonomy for each subcultural group to work out its own social futures, as long as it 
does not interfere with the same right for other groups (Havighurst, 1974). 
Multicultural education seeks to move American education away from a dominant 
monocultural model toward utilization of models that represent the cultural composition 
found in the population. It is an issue that affects the broad spectrum of education. 
Multicultural education aims to benefit all children in the school system (Baptiste, 1979). 
If multicultural education is to succeed, teachers must also be given opportunities to 
learn and understand the differences when language is a barrier in the classroom 
(Friedenberg, 1988). Nieto (1992) proposes that the integration of multicultural 
perspectives into the curriculum must be inclusive of language barriers that might prevail. 
“Language is inextricably linked to culture. It is a primary means by which people express 
their cultural values and the lens through which they view the world.” Yet, in the past, it 
is over-looked when referring to cultural differences. The language that children bring to 
school inevitably affects how and what they learn. Because of the close link between 
language and culture, it is important to understand that it is an essential component of 
multicultural education. 
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Supporters of multicultural education disagree over the implementation and content of 
a multicultural curriculum. While educators disagree over which groups should be 
included in multicultural education, all agree that cultural and ethnic groups should be 
included. Still, there are dissenting views among proponents over whether groups 
representing a particular social class, gender, disability, religion, language or sexual 
orientation should be included in multicultural education. This problem among 
proponents highlights the disagreement over the goals of multicultural education. “Should 
the goals of multicultural education be to promote understanding of and sensitivity to 
other cultures; to advance academic achievement of minorities; to model a multicultural 
society where every group shares equal power; to offer a radical critique of Western 
culture; to provide intensive study of a single ethnic group; or, to train students in social 
action skills?” (Bidol, Baptiste, Baptiste, Holmes, and Ramirez, III, 1977). While 
proponents of multicultural education have not reached consensus on these issues, most 
agree with the goal of providing equal representation to all of its citizens. 
The failure of the first two movements and the controversy and dissent connected with 
the latter exemplify the current state of multicultural education. Opponents of 
multicultural education fall on both the left and right sides of the spectrum. Critics on the 
left claim that past efforts to define multicultural education failed to tackle the fundamental 
issue of racism. Some critics maintain that the definition and goal of multicultural 
education must be narrowed with a focus on anti-racist education (Williams, 1994). 
On the far right, critics maintain that western culture will be lost in the multicultural 
shuffle (Gould, 1981). Some of these critics present a well-orchestrated challenge toward 
multicultural education and derive from conservative groups and scholars (D5Souza, 1991; 
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Schlesinger, 1991) that defend the existing curriculum and structures in higher education 
and describe an alarming picture of where multiculturalism is taking the nation. 
Supporters of multicultural education contend that part of the confused meaning of 
multicultural education results from the attempts by neoconservative scholars to portray 
multicultural education as a movement against Western Civilization, as anti-White, and by 
implication, anti-American (Ravitch, 1990a; Sirkin, 1990). Further, the popular press 
frequently calls the movement to infuse an African perspective into the curriculum, 
Afrocentric, and it has defined the term to mean an education that excludes Whites and 
Western Civilization (Daley, 1990). “The defining concept of multiculturalism is that our 
society is a collection of cultures, from which it follows that the United States’ dominant 
Anglo-Saxon culture is one of many, not the only” (Gay, 1994). 
Proponents of multicultural education reject the view that schools should seek to 
dissolve or banish cultural differences in the name of upholding one dominant standard of 
cultural experience. Instead, they affirm that schools should be oriented toward the 
cultural enrichment of all children and youth through programs geared to the preservation 
and extension of multiple cultural perspectives. Multicultural education recognizes 
cultural diversity as a fact of life in American society, and it upholds this cultural diversity 
as a valuable asset in net terms, one deserving to be preserved and extended. It conceives 
that major educational institutions should strive to preserve the pluralistic cultural 
experiences in society (AACTE, Journal of Teacher Education, 1973). 
Some scholars have underlined cultural differences as an important human right, which 
should be embraced and encouraged, rather than being the source of discrimination and 
the loss of respect. Epps (1974) for instance, describes cultural pluralism as the mutual 
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exchange of cultural content and respect for different views of reality and conceptions of 
man. Pluralism assumes that ethnic groups have the right to preserve their cultural 
heritage and also to contribute to American civic life. Stent, Hazard, and Rivlin (1973) 
suggest that in order to achieve cultural pluralism, there must be unity with diversity. 
Each person must be aware of and secure in his own identity, and be willing to extend to 
others the same respect and rights that he expects to enjoy himself 
Teacher Education/Staff Development 
While multicultural education provides an opportunity for students to learn more about 
their own culture and the contributions and existence of other cultures, it can only be fully 
cultivated and the relevance understood if it is continuously implemented into the total 
learning experiences under the auspices of the school. Therefore, school leaders must 
encourage and promote its significance through the mission statement of the school. 
Simultaneously, teachers must incorporate multicultural education into their daily routine. 
But in some instances, teachers themselves have not had adequate preparation to learn and 
train in multicultural education. Therefore, the opportunity for teachers to develop the 
necessary skills to facilitate multicultural education should be initiated during the teacher 
education process. 
The incorporation of a multicultural focus in teacher education began in the 1960’s 
with centers that offered brief in service training for teachers in recently desegregated 
settings. The formats ranged from one-day workshops to institutes of several weeks’ 
duration. The topics included intergroup relations, conflict management, understanding 
cultural and linguistic differences, and improving school and community relations 
(Ramsey, 1989). Although exposed to a greater variety of multicultural concepts, very 
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little attention was given to the application and integration of multicultural perspectives in 
the classroom (Koskela, 1986). Staff development opportunities for teachers in public 
schools where children and teachers from many areas of the world interact daily continue 
to be limited. In addition, training rarely consisted of a comprehensive approach in which 
all areas are addressed. 
More fundamentally, Shulman and Mesa-Bains (1992), indicate that many teachers 
have had no sustained contact with individuals of another race prior to entering the inner- 
city classroom. Not only do they lack familiarity; most are fearful of confronting the issue 
of race at all. To compound matters, they were taught in college that “blacks were really 
the same as white people, except perhaps they were culturally deprived” (Shulman and 
Mesa-Bains, 1992). 
Some school districts provide inservice programs in multicultural education based on a 
traditional model. But teacher experience in classrooms suggests that this is not enough; 
the relationship between teacher and student involves not just instruction but interaction. 
When interaction fails because of teacher misconceptions of student behavior, instructional 
failure often follows (Shulman and Mesa-Bains, 1993). 
Throughout the country several schools of education began to incorporate a field- 
based internship program where teachers worked in culturally diverse settings. These 
programs, however, were limited to students who selected to enroll in them, thus the 
programs did not represent a broad range reform in education. 
During the 1970’s, the National Council for the Accreditation of Teacher Education 
revised its standards to mandate a multicultural perspective in all teacher education 
programs. “To support these reforms, several model teacher preparation programs were 
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funded and implemented; and there were a number of publications in the late 1970’s and 
early 1980’s that provided guidelines and models for the implementation of the NCATE 
standards” (Ramsey, 1989). 
In recent years, a number of educators have articulated the goals of multicultural 
teacher education and guidelines for its’ implementation (Hernandez, 1989). The goals 
and guidelines fall into several general categories. Some have stressed the need for 
prospective and practicing teachers to monitor their own biases and assumptions, and to 
have a clear commitment to present a realistic portrayal of the society and to approach all 
children with an enabling attitude (Ramsey, 1989). Others have addressed the need to 
infuse a multicultural perspective into the content of all liberal arts courses. James Banks 
argues that these courses should be designed “to provide students with a meaningful 
context for understanding both the lifestyles and life chances of various ethnic groups” 
(Banks, 1989). Other guidelines have focused on the specific skills that teachers need to 
successfully implement a multicultural perspective in their work. Some provide guidelines 
for teachers on how to adapt materials and teacher styles to be relevant to and effective 
with a wide range of children (Grant and Secada, 1990). 
One of the most important goals articulated in teacher education is the need for 
teachers to be skilled at interpreting words, gestures, and behaviors of people from a 
variety of cultures, and to be able to convey information and feelings in ways that are 
appropriate to specific cultural groups. Another important component of multicultural 
teacher education is for teachers to learn about family values and lifestyles, individual 
styles of learning and culturally related verbal and nonverbal communication of students 
from diverse backgrounds (Garcia, 1990). 
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The reviews of multicultural teacher education programs have been few in number and 
have reported rather discouraging findings (Ramsey, 1989). At present, teacher education 
programs that have focused on multicultural education are found in three basic program 
structures: (a) a single course that is required of all certification candidates, (b) electives 
from a list of approved course, or (c) components in existing courses. Critics claim that 
all three approaches are too simplistic because they append multicultural education to 
existing curriculum, rather than fully integrating it into the whole program (Ramsey, 
1989). 
Evaluations of teacher education programs have found that, “the base-line multicultural 
course had a positive impact on the students’ teaching behaviors, but there was no follow¬ 
up on instruction in multicultural education in subsequent courses or student teaching” 
(Bennett, 1988). In evaluations of comprehensive programs in which multicultural 
education was incorporated in a number of courses, researchers found that there was a 
tendency for course instructors to repeatedly cover the same “safe” ground, such as 
identifying bias in text books (Grant, 1981). Other research found that even when the 
quality of the course information had been reached, teachers have continued to refrain 
from discussions and planned lessons for the inclusion of all within the society. 
Multicultural Curriculum Development 
With the onset of increased publications and hands on resources made available to 
teachers, multicultural education can only succeed in the classroom if teachers are 
committed to exposing their students to the process of applying the underlying rationale to 
both confined and broad situations. 
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The evolution of multicultural educational programs, curricula and teaching strategies 
for elementary and secondary students has paralleled and reflected the broader social, 
political and educational movements within U.S. society. As the awareness and sensitivity 
of educators, curriculum designers, material developers and community advocates toward 
issues of cultural diversity has increased, interest in incorporation of multicultural 
approaches to educational settings has grown. This interest has shown itself at varying 
rates throughout the various regions of the country. In areas where there were high 
percentages of ethnic and racial minorities entering the public school system, the 
implementation of a multicultural curriculum was more expedient (Gibson, 1988). 
During the Intergroup Education Movement and the Ethnic Studies Movement of the 
1960’s, multicultural curriculum development consisted of promoting positive interactions 
among racial and ethnic groups, and broadening students’ understanding of the 
contributions of various groups of the United States (Bernard, 1991). Multicultural 
curriculum development did not link the study of such issues with academic performance. 
During the War on Poverty Era, educators and program developers began to focus 
attention on the provision of equal educational opportunity for “disadvantaged” children 
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whose academic performance was very low (Phinney and Rotheram, 1987). The theory of 
these educators was that children had learning deficits that were environmentally caused. 
The “deficit model” for educational intervention however, was soon called into question. 
Opponents of the theory posited that “cultural differences” rather than deficit was the 
reason for depressed academic performance (Williams, 1988). Critics of the deficit theory 
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argued that school programs and curricula needed to be restructured to meet the child, 
rather than the child changed to meet the demands of the school. 
As the popularity of the cultural difference theory grew, support for the development 
of multicultural curriculum also grew (King and Wilson, 1990). The goals of the 
programs, curricula and teaching strategies that developed during this period focused on 
the improvement of performance on school-related skills and focused on children who 
were identified as culturally different (MacLeod, 1991). At present, curriculum materials 
that are defined as multicultural incorporate a range of goals arising from the history of 
curriculum development during the 1960’s and 1970’s. 
Sleeter and Grant (1988) have outlined a detailed categorization of five of the most 
prevalent multicultural program designs, curricula and strategies according to the 
underlying purposes and goals of multicultural education. The first approach focuses on 
the education of the child of color who is presently not achieving at a high level; the 
second, is a single group approach, which treats ethnic groups as distinct entities in 
separate curricular segments; the third, focuses on human relations, emphasizing 
intergroup cooperation or all children; and the fourth program design focuses on 
multicultural education for all children. 
This fourth approach emphasizes the positive, adaptive value of cultural pluralism, and 
encourages all children’s competence in more than one cultural system. For example, 
children are provided with multiple and continuous experiences to explore the unique 
contributions of many different cultures regardless of their own backgrounds, and are 
taught to respect the values of these cultures in retrospect to their own. To further clarify 
28 
their interpretations, students are given the opportunity to select a culture and develop a 
broad portfolio of information and achievements to become especially knowledgeable 
about the significance of this culture in societal interactions. Thus, students have the 
opportunity to become competent in more than one culture. 
The fifth approach focuses on “education as multicultural.” Sleeter and Grant argue 
that this approach is a “more fully articulated orientation toward change of the deep 
structures of society that foster unequal relationships among distinct groups” (Sleeter and 
Grant, 1988). Education that is multicultural seeks to break the barriers that perpetuate 
the inequalities in society that promote the dominance and understanding of one culture 
over all others. It aims to instill the process to develop equal interactions and relationships 
among various cultural groups. 
Sleeter and Grant (1984) argue the first three formulations are more likely to take the 
form of self-contained or add-on curricular activities. The fourth and fifth implies an 
infusion of a multicultural perspective throughout the entire curriculum (Sleeter and 
Grant, 1984). 
Summary 
In this era of increased minority expansion in both the school and workplace and the 
obvious need to recognize the differing cultural, social and moral values and traditions in 
“mainstream” society, the challenges facing educators are awesome. The necessity to 
provide every opportunity available to train both students and teachers to learn about real- 
life (multicultural) components is made prominent (Pederson and Carey, 1994). 
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To many, the school, our educational system, represents the last fortress of survival. 
Consequently, schools must provide the opportunity for children to see themselves as 
individuals of worth. They must provide an arena for learning in an environment that has 
acceptance for every child’s uniqueness, respect, encouragement, enthusiasm for 
achievement, and sensitivity to individual cultural and social mores. 
Efforts to address this goal and similar situations in the context of today’s classroom 
reveal culturally derived differences in students’ behavior, expectations and orientations. 
It is not enough to acknowledge these differences; they must be clarified, explored, and 
understood. They must be celebrated (Banks and Banks, 1989). 
In many schools, however, the primary individuals who affect the learning process of 
students, the teachers, are not given the opportunities to learn what they need to know to 
be able to provide such opportunities for students. Ogbu (1995) argues teachers can learn 
about the students’ cultural backgrounds and use this knowledge to organize their 
classrooms and programs, to help students learn what they teach, to help students get 
along with one another, and to communicate with parents. Some problems caused by 
primary cultural differences can also be solved through well-designed and implemented 
multicultural education. 
Educators have determined that slotting multicultural lessons into existing programs or 
focusing on multicultural topics only in conjunction with special events or holidays lacks 
the depth of study necessary to meet goals of understanding. Building a multicultural 
curriculum from the ground up is an educational innovation that is yet to be realized on a 
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nationwide scale. But, working toward that goal, teachers are looking for ways to 
incorporate multicultural awareness into their lesson plans. 
Parallel to this, are curriculum reform issues centered on school leaders. Leaders 
typically express symbolic aspects of leadership by searching beneath the surface of events 
and activities for deeper meaning and value. These leaders bring to the school a sense of 
drama that permits people to rise above the daily routine. They are able to see the 
significance of what a group is doing and could be doing. Further, they urge people to go 
beyond the routine—to break out of the mold into something more lively and vibrant. 
Finally, symbolic leaders are able to communicate their sense of vision by words and 
examples. They use easily understood language symbols that communicate a sense of 
purpose so that everyone shares ownership of the school. Vision becomes the substance 
of what is communicated as symbolic aspects of leadership are emphasized (Sergiovanni, 
1984). 
Although some critics oppose the inclusion of multicultural education for fear of 
disengagement with western civilization’s “classic” disciplines, and fear for the 
deterioration of American ideals, both supporters and critics agree that the United States 
society is a part of the world economy. Therefore, knowledge and awareness of all 
cultures is necessary and should be included in the school curriculum. The development of 




DESCRIPTION OF THE STUDY 
Introduction 
This study examines the multicultural educational opportunities available to teachers in 
a large urban school system in the mid-Atlantic region of the United States. The study 
explores the nature of such opportunities, accessibility of such opportunities, and the 
extent to which they are incorporated into the regular staff development program provided 
for teachers in the school district. 
This chapter describes the design of the study including the procedures for data 
collection and analysis, the study setting and population, and the design and development 
of the data collection instrument. 
Design Of The Study 
This study use qualitative data obtained from a survey administered to District of 
Columbia middle school teachers. The survey instrument is designed to assess the 
availability of multicultural staff development opportunities and the rates of teacher 
participation in these training sessions. 
A survey was chosen as the methodology for this study because it appeared to be the 
most reliable and valid method for obtaining data from a large, specified group of 
participants about the study topic (Foster, 1991). 
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To further facilitate this study, four questions have been identified and selected to 
guide the research. The following questions were used to assess the overall resources 
provided by the system and help serve as a basis to measure teacher involvement with 
multicultural education: 
Study Questions 
1. What opportunities are provided for teachers to participate in multicultural staff 
development training? 
2. Are teachers given release times to participate in multicultural staff development 
training? 
3. What incentives are provided by central and local school administrators to encourage 
teachers to participate? 
4. What system-wide resources have been made available to assist teachers with training 
and development in multicultural education? 
Procedures For Data Collection And Analysis 
A questionnaire was designed for dissemination to selected middle school teachers to 
obtain information on teachers’ involvement in current classroom practices with 
multicultural education staff development opportunities. The survey also inquired about 
the incentives and organizational support for teachers to participate in multicultural staff 
development activities. 
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Section one of the instrument (items 1-4) collected demographic data on respondents 
including their years of teaching experience, ethnic background, grade levels taught, and 
the ethnic backgrounds of their pupils during the 1993-1994 school year. Further, the 
questionnaire allowed respondents an anonymous opportunity to provide both specific and 
generic information on their years of teaching during a specific time frame. 
Section two of this questionnaire (items 5-27) used a six-point Likert-type scale to 
measure four categories related to multicultural education training and development 
opportunities. Respondents were asked to indicate the frequency of their involvement in 
multicultural education training and classroom activities by circling a number on the scale 
corresponding to the following: 
(A) 0=not applicable 
(B) l=never 
(C) 2=at least once a semester 
(D) 3=twice a semester 
(E) 4=once or twice a month 
(F) 5=once or twice a week 
The four categories of multicultural training and development opportunities are: 
1. Teacher preparation and knowledge (items 5-8); 
2. Available staff development opportunities (items 9-18, question 18 is an open-ended 
question which allowed the respondents to identity any needed training or support), 
34 
3. Implementation phase in classroom/school (items 19 & 20); and 
4. Teacher recognition of cultural diversity (items 21-27). 
The data collected from the survey instrument (items) were organized into the four 
provided categories. The items were identified by relevance to each category and were 
discussed individually and by grouping questions in each category and table, respectively. 
The results of the patterns of responses were measured according to the frequency of 
activities from both similar and broad reactions from teachers and were compiled into 
four tables; beginning with table 5. Each table showed the number and percentages of 
responses to each question. 
In addition to this, a fifth table, table 9, (Specific Special Day Celebrations And 
Teacher Led Discussions) was included to address new indicators on specific data on 
celebrated days for Black Americans, Hispanics, Asians, and Native Americans; as a result 
of the specificity included in items 21 through 24. Item 25 was included in table 9, as 
well, and sought responses on teacher led discussions on specific famous heroes from the 
foregoing various groups. Item 18 was an open-ended question and specific teacher 
responses are listed in Appendix D, accordingly. 
Finally, a sixth table, table 10, (Paired Comparison Of Response By Category) was 
developed to serve as a system for interpreting the categorical analysis (matched 
categories) and the correlation of information collected (significance of the matched pairs) 
to verify differences among the four established categories. An analysis of relative 
strength of response was executed using a sign test for matched pairs based upon the 
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formula (z > 1.65. p < .005). Where z represents the significance between matched pairs 
and p represents the population portion of (+’s and -’s) positives and negatives, 
respectively. The results of this test determined the significance of differences between 
each paired category. Further analysis of this sign test is presented and discussed in 
Chapter IV. 
The procedures of this system of interpretation were initiated with the matching of 
paired categories. The correlation between each set culminated with the measurement for 
the matched categories to determine the accuracy using the basic units and components of 
a sign test for paired comparisons. Where (+’s and -’s) were used to express differences 
of positives and negatives, respectively; and to measure the significance between matched 
pairs after determining the differences equal to the symbol (“o”); the median score in each 
of the item responses by category for each respondent. The results of table 10 revealed 
the frequency and amount of time teachers spent in each of the four primary categories 
and are presented and discussed in Chapter IV. 
Survey Implementation Procedures 
Pre-field work began by written contact with a follow-up telephone call to the 
appropriate office Director in Central Administration within the District of Columbia 
Public School system requesting permission to conduct the study in the three selected 
middle schools. After permission was granted, the local school principals were contacted 
in writing and with follow-up calls requesting permission to survey the faculties. Given 
the approval of the principals, after-school meetings with faculties were arranged and the 
surveys were disseminated ensuring their anonymous and voluntary participation. 
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Study Population 
The population for this study included teachers in three selected middle schools in a 
large urban school system, in the mid-Atlantic region of the United States. The schools 
are located in three of the four sections of the city: Northwest, Northeast and Southeast. 
Each sub-region of the city includes members from a variety of ethnic groups, 
social/family structures, economic and employment settings, and environment standards 
ranging from homeless shelters, apartments, townhouses, and single-family homes. The 
teachers live within the entire metropolitan area. A total of 3 middle schools participated 
in this study. 
These middle schools are unique structures. One consisted of grades seven through 
nine (School A) and two consisted of grades six through eight (Schools B and C). A 
total of 57 teachers from three schools returned the survey questionnaires. Twelve 
responded from School A (grades 7-9); fifteen teachers responded from School B (grades 
6-8); and thirty teachers responded from School C (grades 6-8), respectively. A total of 
sixty-five teachers were invited to participate. Eight returned the questionnaire unopened. 
A total response rate of 88 percent with 12 percent declining to respond and participate. 
The schools’ profiles are compiled in tables 1 through 4. 
Setting For The Study 
The setting for the study is the District of Columbia. According to the 1990 Census, 
the District has a population of 606,900 persons, 19.3 percent of whom are children under 
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18 years of age. The District’s population is 65.8% African American, 29.6% White, and 
4.5% are categorized as others which would include Latinos and Asians. 
The District of Columbia Public School system illustrates these ethnic/racial 
percentages quite sharply. There are 164 schools in the system. The breakdown is as 
follows: 100 elementary, 12 middle, 7 extended, 25 junior high and 20 senior high 
schools. A total of 79,759 students are in the system. The students come from a wide 
range of ethnic backgrounds: 0.03 are American Indian; 0.09 Asian; 90.73 Black; 3.66 
White; and 4.63 Hispanic. A similar diversity can be seen among the teaching staff. Of 
6,260 teachers in the system, 5,452 are Black; 36 Asian; 107 Hispanic; and 655 White. 
The administrative staff includes Blacks, Hispanics, Asians and Whites (District of 
Columbia Public Schools Office of Communications, 1992). 
African Americans are a dominant group in the District of Columbia with leadership 
positions in all sectors of the community. Over the last ten years, the percentage of 
Latinos in the District has increased by 85% with an increase in the percentage of Asians, 
as well. The Asian groups are comprised of 12 major ethnic groups who speak over 40 
different languages (District of Columbia Census Report, 1990). 
Over half the residents of the District of Columbia are females with 64% participation 
in the labor market. Single parent families (89% of who are headed by single mothers) are 
now the majority in the District. The average income of single-mother families in the 
District is approximately $20,900, only 27 percent of the average income for married- 
coupled families with children. The per capita income is $24,845 (District of Columbia 
Census Report, 1990). 
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The District of Columbia is divided into four quadrants: Northwest, Northeast, 
Southwest and Southeast. The overall annual, average employment in the Metropolitan 
Washington region for 1991 was 2,186,700. The District of Columbia is the largest 
employment center in the region, with 31% of all jobs and 50% based in the District being 
held by District residents. The 1991 average annual pay for workers in the District was 
$35,570 (District of Columbia Census Report, 1990). 
Newly released equal employment opportunity data from the 1990 Census shows that 
the region’s work-force became much more racially and culturally diverse with women 
and minorities accounting for approximately three-quarters of the region’s total labor 
force growth between 1980 and 1990 (District of Columbia Census Report, 1990). Seven 
out of ten women over the age of 16 are now a part of the area’s work force and hold 
48% of all jobs in the region’s economy. Labor force participation of African Americans, 
Latinos, Asians, and other minority races also increased substantially throughout the 
1980’s (District of Columbia Census Report, 1990). 
The 1990 Census, shows a total of 249,634 households in the District of Columbia. 
Nearly 49% were family households and more than 51% were non-family households. 
Family households are defined as persons who are living together and who are related by 
blood or marriage. Families may include unrelated persons, such as boarders, household 
workers, and etceteras. Just over half of the families in 1990 were married couples; the 
other families either had a female or male head of household, without another spouse 
present (District of Columbia Census Report, 1990). 
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The District government operates 11,790 units of sub-housing for low-income 
households meeting income requirements established by the U.S. Department of Housing 
and Urban Development. Of these 11,790 units, 7,623 are family units, 1,843 are for 
elderly persons, 2,275 are located in properties housing both family and elderly 
households, and 59% are home-ownership units. An average household living in public 
housing in 1992 had an annual income of $6,264 and was headed by a single woman with 
children. In addition, 42% (10,327) of the public housing population were between 19 
and 61 years of age; 43% (10,698) were 18 years old or younger; and 15% (3,741) were 
62 years of age or older (District of Columbia Census Report, 1990). 
Latinos are the District’s fastest growing ethnic minority group. Migration resulting 
from the civil wars in Central America has contributed to the rapid growth of the District’s 
Latino population. Immigrants arriving in the District of Columbia with official refugee 
status are provided assistance through the Office of Refugee Resettlement (OOR) in the 
Department of Human Services. The number of official refugees (5,269) receiving 
assistance in fiscal year 1991 increased as a result of an influx of Asian refugees, 
principally from Vietnam, and the number of previously admitted Cuban refugees now 
needing assistance. Through the District’s Refugee Unaccompanied Minors Program, 56 
refugee children who came without their families were placed in foster homes or group 
homes (District of Columbia Census Report, 1990). 
As the nation’s capital and the seat of many international organizations, the District of 
Columbia attracts students from around the world. This population represents 140 
countries and speaks more than 85 languages. As of March 1991, 6,769 language- 
minority students at the kindergarten through grade 12 level, and 4,578 language-minority 
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adult education students were enrolled in the District of Columbia Public Schools. The 
non-English speaking population in the District’s public schools comprised 13.9% of the 
total student population in the 1990-1991 school year (District of Columbia Public 
Schools Language Minority Affairs Branch Report, 1992). 
Many of these students enter the District of Columbia Public Schools as non-English 
proficient (NEP) or as limited-English proficient (LEP). There are approximately 150 
bilingual/English as a second language (ESL) staff persons at 53 schools. 
Since 1980, students from Central America, South America, Indochina, Asia, Africa, 
and the Caribbean Islands have enrolled in the District of Columbia Public Schools 
programs. The Hispanic population, by far the largest ethnic concentration of students in 
the District, represents every Spanish-speaking country in the world; the largest numbers 
of these students are from El Salvador, Guatemala, Nicaragua, the Dominican Republic 
and Mexico. Most recently, a substantial number of children from Eastern Europe and the 
Middle East have enrolled in the District’s schools (District of Columbia Census Report, 
1990). 
A variety of instructional programs, including two-way bilingual, transitional bilingual, 
and content-based ESL education are offered in over 75 elementary and secondary schools 
throughout the city. These programs are designated to facilitate the transfer of concepts 
from one language to another while sustaining academic growth as the students are 
becoming proficient in English. In addition, teachers use the various cultures and 
languages within the school community to help teach respect for cultural and linguistic 
diversity (District of Columbia Public Schools Language Minority Affairs Branch, 1992). 
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Summary 
The qualitative data collected as described in this chapter revealed the level of 
participation of middle school classroom teachers in a large urban school system in 
multicultural education staff development activities. The frequency of participation was 
analyzed, interpreted, and evaluated to determine the commitment or interest of the school 
systems’ provisions for multicultural education staff development opportunities for 
teachers; as well as the commitment or interest of teachers in implementing multicultural 
education in their classrooms. 
The process of analysis consisted of organizing the data into patterns, categories, and 
basic units. Interpretation involved attaching meaning and significance to the analysis by 
expanding descriptive patterns, and looking for relationships and linkages among 
descriptive dimensions. Evaluation research is thus the systematic collection, analysis, and 
interpretation of information about the activities and outcomes of actual programs in order 
for interested persons to make judgment about specific aspects of what the program is 
doing and affecting (Patton, 1980). 
Specific procedures for the analysis of the data collected for this study included a 
correlation of the information collected in the survey. The data evaluated (matched pairs 
of categories) was analyzed to determine individual and organizational patterns of middle 
school teachers in a large urban school system in multicultural education staff development 
activities. Further, teacher implementation of multicultural curricula based on 
participation in multicultural educational development opportunities was analyzed. Only 
categorical analysis according to the previously identified specific items on the 
questionnaire were measured and recorded. Finally, the process of determining the 
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significance of measurement of differences between matched pairs of categories was 
applied using a sign test. All questionnaires were collected upon completion and 
processed and analyzed in a reasonable amount of time. 
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CHAPTER IV 
ANALYSIS OF THE DATA 
In chapter III, a survey instrument, (a questionnaire) was described which was 
administered to middle school teachers in a large urban school system in the mid-Atlantic 
region of the United States. The purpose of the survey was to examine the multicultural 
educational opportunities available to teachers and to explore the nature and accessibility 
of such opportunities, and the extent to which they were incorporated into the regular staff 
development provided to teachers in the school district. This chapter presents the findings 
of the study. 
Profile Of Study Respondents 
The first part of the survey instrument (items 1 -4) collected demographic data on the 
respondents and revealed their years of teaching experience, ethnicity, grade levels taught, 
and the ethnicity of their students. The second part of the questionnaire allowed 
respondents an anonymous opportunity to provide both specific and generic information 
on their years of teaching during a given time frame. 
Three middle schools (or schools that were implementing appropriate middle school 
concepts) representing three quadrants of the city (Northwest, Northeast and Southeast) 
were selected to participate in the study. During the 1993-1994 school year, there was a 
total of sixty-five survey requests for teacher respondents delivered to the three schools. 
Of the sixty-five questionnaire forms, fifty-seven (88 percent/total response rate) were 
completed and returned. Eight (12 percent) were returned unopened. 
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As the Cumulative Profile of Study Respondents and Students (Table 1) indicates, of 
the fifty-seven respondents, seven were White, forty-five Black (five, of which, wrote 
African American), one Hispanic, two Asian, and two other (Indian and Black and 
Hispanic and Black). Six of the respondents had taught between one and three years, nine 
had taught between four and eight years, six had taught between nine and twelve years, 
and thirty-six of the respondents had thirteen or more years of teaching experience. 
Twenty-nine of the respondents taught grades six through eight and twenty-eight taught 
grades seven through nine. These teachers taught a total of three hundred seventy-five 
students during that academic year. Six of the students were White, three hundred 
twenty-nine Black, thirty-two Hispanic, seven Asian, and one other was Polynesian. Table 
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In a more specific breakdown, the Individual School Profile of Study Respondents and 
Students (Tables 2 through 4) further illustrates the responses to demographic data items 
(1-4). 
The demographic data for School A (located in the Northwest quadrant of the city) 
revealed there was a total of twelve teachers that responded. The schools’ response rate 
to the teacher questionnaire was 75 (percent). Of the twelve respondents, two had taught 
nine years and ten had taught thirteen or more years. Three of the teachers were White, 
six were Black (three, of which wrote African American), one teacher was Hispanic and 
two were other (Indian and Black and Hispanic and Black). All twelve of the teachers 
surveyed at School A taught grades seven through nine. Of the one hundred twenty-five 
students assigned to the twelve teachers in School A, six were White, eighty-eight were 
Black, twenty-five were Hispanic and six of the students were Asian. 
The school demographics for School B (located in the Northeast quadrant of the city) 
showed that out of seventeen teachers recorded, fifteen responded to the teacher 
questionnaire and two returned the questionnaire unopened. The overall response rate of 
School B was 88 (percent). The teacher responses showed two were White, twelve were 
Black, and one of the teachers was Asian. All of the fifteen teachers that responded 
taught grades six through eight. The students assigned to the fifteen teachers attending 
School B totaled one hundred thirty. Of this amount, one hundred twenty-nine were 
Black and one of the students was Hispanic. 
The demographic data for School C (located in the Southeast quadrant of the city) 
indicated a total of thirty-two teachers solicited. Of this amount, thirty teachers responded 
to the questionnaire and two were returned unopened. The overall response rate was 94 
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(percent). The ethnicity of the teachers that responded to the questionnaire revealed two 
were White, twenty-seven of the teachers were Black (two, of which wrote African 
American) and one was Asian. All thirty of the teachers taught grades six through eight. 
There were a total of one hundred twenty students assigned to the thirty teachers 
attending School C. Of this amount, one hundred thirteen of the students were Black, six 
were Hispanic and one student identified as Polynesian. Tables 2 through 4 provide 
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Response To Questionnaire Items 
An analysis of the survey data reveals teachers are involved in activities and practices 
related to the implementation of multicultural education in their classrooms. In addition, 
school leaders are encouraging teacher participation through provisions for multicultural 
staff development training and building-wide resources. These indicators of measurement 
are evident in both the individual and categorical evaluations of teacher responses to each 
of the questionnaire items and are compiled into respective tables. The specific categories 
of measurement are: (a) teacher preparation and knowledge, (b) available staff 
development opportunities, (c) implementation phase in classroom/school, and (d) teacher 
recognition of cultural diversity. 
To further illustrate the evaluations of teacher responses to the questionnaire items, a 
detailed analysis of descriptions showing the number of respondents and relevant ratios are 
provided in the respective tables. Also, specific teacher activity, participation, and 
involvement in multicultural education accompany each of the four category topics. 
Further, the analyses of the teacher questionnaire items are grouped according to their 
respective categories and accompanying tables. 
Teacher Preparation And Knowledge 
Category I (teacher preparation and knowledge), allowed teachers the opportunity to 
respond to four questionnaire indicators (items 5-8) to reveal their frequency of 
involvement and participation with multicultural education activities in their classrooms. 
The first indicator (item 5) sought responses in reference to teachers “acquiring 
knowledge and preparing for the various cultures and ethnic groups in their classes.” 
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knowledge and preparation relative to the culture of their students’ ethnicity. Specifically, 
fourteen (24 percent) of the teachers indicated frequency in this activity with weekly 
participation. Six (10 percent) of the teachers indicated monthly participation with 
acquiring knowledge and preparation for the various cultures or ethnic groups in their 
classes. Five (9 percent) of the teachers indicated they participated with this activity twice 
a semester, and sixteen (28 percent) of the teachers had participated at least once a 
semester with acquiring knowledge and preparation in relationship to the relative cultures 
of their student’s ethnicity. Juxtaposed to this, however, eight (14 percent) of the teachers 
indicated they never participated with acquiring knowledge and preparation for the various 
cultural ethnic groups in their classes. Also, six (10 percent) of the teachers found this 
activity not applicable to their classrooms and two (3 percent) did not respond. This 
indicated overall teacher self-interest to the acquisition of knowledge and preparation for 
the culture of the ethnic groups in their classes. 
The literature supports teacher acquisition of knowledge and preparation of their 
students’ ethnicity and views it as a vital part of the process of teaching and learning and 
can be further facilitated by discussing day to day encounters that their students experience 
outside of school. 
For example, Cortes (1995) remarks that through the societal curriculum, as well as 
through the school curriculum, students learn language, acquire culture, obtain 
knowledge, develop beliefs, internalize attitudes, and establish patterns of behavior. They 
learn about themselves and others. As part of this combined process of school and 
societal multicultural education, students learn about diversity in various forms, including 
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racial, ethnic, cultural, gender, religious, regional, and national. Therefore, it is essential 
for teachers to remain a part of this process of learning and behavior. 
Survey item 6 investigated whether teachers were “given time to develop/tailor their 
curriculum to encourage students to investigate their own heritage.” Thirty-six (63 
percent) of the teachers revealed involvement with this activity. However, twenty-one (37 
percent) of the teachers found this item not applicable or had never participated in 
tailoring their curriculum to allow their students to investigate their own heritage. On the 
other hand, in reference to questionnaire items 7 and 8, “given the opportunity to 
participate” and “given the release time to participate” with multicultural education staff 
development training, forty-nine (43 percent) of the teachers stated that these two 
activities never occurred. Nineteen (17 percent) of the teachers found these two activities 
not applicable to their classes and one teacher did not respond. More favorably, though, 
forty-five (30 percent) of the teachers surveyed stated they had participated with both 
opportunities and release time to train in multicultural staff development activities. 
Although the majority of teachers indicated involvement in this category, table 5 
further shows that teachers must often initiate and coordinate their own interests with 
preparation, acquiring knowledge of the cultural ethnic groups in their classes, and seek 
opportunities to train in multicultural staff development in order to actively implement 
multicultural education in their classes. 
Available Staff Development Opportunities 
Category II indicators measure the reactions of respondents in reference to the 
availability and frequency of multicultural staff development opportunities provided to 
them by local and central administrators as well as their independent research efforts in 
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multicultural education. The ten indicators (items 9-18) relevant to this category are 
further illustrated in table 6 which follows the descriptive analysis. The last indicator in 
this category, questionnaire item 18, allowed respondents the opportunity to identify and 
suggest additional support/training needed to better utilize multicultural educational 
materials in their classrooms. Specific responses to item 18 are listed in Appendix D. 
Questionnaire items 9 and 10 provided teachers with an opportunity to indicate their 
experiences with “encouragement from both local and central school administrators in 
implementation of multicultural education in their curriculum.” Sixty-three (55 percent) of 
the teachers surveyed revealed administrators (both local and central) encouraged their 
continuous implementation with multicultural education activities in their classrooms. 
Twenty-one (18 percent) of the teachers indicated “no relevance” to their classrooms and 
three did not respond to these items. Overall, this indicates that school administrators are 
promoting the importance of the goals of multicultural education in their schools through 
teacher encouragement and support for classroom implementation. 
According to Bullard and Taylor (1993) principals described as portraying effective 
leadership usually demonstrate supportive behaviors that include both emotional 
encouragement and practical assistance in acquiring materials, handling difficult teaching 
assignments, and otherwise working to function successfully as a member of a motivated 
faculty. Levine and Stark (1981) argue that school administrators must attempt to 
perceive daily problems and respond with an understanding of the teacher’s point of view. 
As a result, school administrators must remain aware of the basic needs of teachers and 
continue to encourage them to demonstrate positive teaching and learning in support of 
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responses to questionnaire items 9 and 10 in which twenty-one (18 percent) of the 
teachers indicated they did not experience daily encouragement and support from school 
administrators. 
Questionnaire indicators (items 11 and 12) asked teachers to respond to the 
“availability of building-wide resources and training” in multicultural education. Sixty-one 
(53 percent) of the teachers surveyed experienced both resource support from building 
administrators and multicultural education training at least once or twice a month. 
However, thirty-nine (34 percent) of the teachers indicated they never received building¬ 
wide support for multicultural education resources or training. Additionally, sixteen (14 
percent) of the teachers did not find these two items applicable to their classes and two of 
the teachers did not respond. 
The literature contends that principals and central administrators that go to great 
lengths to obtain additional resources for their schools are supportive of their teachers. 
They engage in activities such as writing grant proposals, soliciting funds or other 
resources in the community, stretching and bending rules along with skillful politics aimed 
at acquiring all possible district resources, and in-school fundraising to facilitate ongoing 
support (Glenn, 1981; Venezky and Winfield, 1979). 
Questionnaire indicators (items 13 and 14) required teachers to reveal the “frequency 
of multicultural education staff development opportunities” and the “availability of outside 
presenters and trainers” made available to them in support of implementation of 
multicultural education. Forty-six (40 percent) of the teachers indicated availability of 
these activities in their schools. On the other hand, forty-two (37 percent) of the teachers 
surveyed stated there were no provisions for participation with staff development 
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opportunities and outside presenters or trainers to visit their schools. Juxtaposed to this, 
twenty-two (19 percent) of the teachers did not find relevance to their classes and four (3 
percent) of the teachers did not respond. 
Similar results were obtained in response to questionnaire item 15. Teachers were 
asked to indicate the frequency of their experiences with support from “local community 
persons” involved in their classroom activities which facilitate implementation of 
multicultural education. Twenty (35 percent) of the teachers received both support and 
involvement from members within the local community to implement multicultural 
education in their classrooms. But twenty-one (37 percent) of the teachers surveyed 
indicated they never experienced community support or involvement with the 
implementation of multicultural education in their classrooms. Also, thirteen (23 percent) 
of the teachers found no applicability to this activity in relationship to their classes and 
three (5 percent) of the teachers did not respond. Teacher responses to these items reveal 
the need for school administrators to ascertain the differences among teacher experiences, 
which render support and participation to some and non-support and a lack of 
participation to others. 
In reference to questionnaire items 16 and 17, teachers stated differing experiences 
when asked to remark on their “individual efforts to seek independent classroom research 
materials” on multicultural education and “self-initiated attendance in multicultural 
education workshops” not sponsored by the school system. Almost half, fifty-three (46 
percent) of the teachers surveyed showed participation in both of these activities while 
forty (35 percent) of the teachers stated no involvement. Also, nineteen (17 percent) of 
the teachers did not see the applicability of such activities and two of the teachers did not 
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respond. Meanwhile, questionnaire item 18, the last indicator in this category allowed 
teachers the opportunity to respond to an open-ended question, which solicited their 
suggestions/comments for inclusion and/or improvement in the implementation of 
multicultural education in their classrooms. Only thirteen (23 percent) of the teachers 
surveyed responded with suggestions while forty-four (77 percent) of the teachers omitted 
the item. Teacher suggestions included requests for more multicultural education 
workshops, seminars and lectures, resource files of famous people from various ethnic 
groups, staff development training in cultural ethnic groups, provisions for student/teacher 
travel abroad, support from educational organizations, and the availability of current 
references on teaching multicultural literature to English as a second language classes. 
The literature contends that descriptions of unusually effective schools indicate that in- 
service training and other forms of staff development are ongoing activities carried out in 
large measure at the school site and focused on practical considerations in improving 
implementation of the instructional program and other school and district priorities (e.g., 
Hallinger and Murphy, 1985; Menahem and Weisman, 1985). Accordingly, teachers work 
together to improve coordination of instruction, select key learning objectives for a 
mastery-oriented approach to instruction, and otherwise work to attain school-wide 
objectives (Levine and Lezotte, 1995). 
Ongoing, practice-oriented staff development at the school site is the antithesis of 
traditional in-service training, in which “one-shot” sessions fill all or part of a day devoted 
to presentations by otherwise “experts.” Teachers agree to listen to speakers for a few 
hours in return for administrators’ agreement to leave them fundamentally undisturbed in 
their classroom (Parish, 1981). As a result, questionnaire items 14 and 15 revealed that 
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thirteen (23 percent) of the teachers found no applicability to outside presenters and 
involvement with their classes. 
This category revealed commitment from both building and central administrators for 
teacher encouragement and implementation of multicultural education activities in their 
classrooms. More than half of the teachers also indicated support from building 
administrators in the provisions of building-wide resources and training. However, 
teachers were almost divided in the experiences of the frequency of available staff 
development opportunities and the invitation of experienced trainers to visit their 
classrooms. Whereas forty-six (40 percent) of the teachers surveyed indicated some 
involvement while twenty-one (37 percent) of the teachers indicated no involvement. 
In addition to this, teachers revealed divided experiences in “support and involvement 
of local community members;” whereas twenty (35 percent) of the teachers surveyed 
recognized experience with this activity while twenty-one (37 percent) did not experience 
involvement with this questionnaire indicator. Teachers indicated participation in both 
“self-interest in seeking individual multicultural education research materials” and “self¬ 
enrollment in attending outside workshops” in multicultural education not sponsored by 
the school system. Table 6 further illustrates these responses. 
Implementation Phase In Classroom/School 
Category III indicators measure the reactions of respondents in reference to classroom 
implementation of multicultural education. Two questionnaire indicators dominate this 
category (items 19 and 20). Item 19 asked teachers to respond to the “frequency of 
curriculum inclusion in the study and learning of different ethnic/cultural groups” in their 






















































8 .g | 
OH 
<5< jo 
<u o c 
























































































c/5 ^ C/5 3 
CU c/3 C/5 a. 




c -a O GO M 
3 -fs | 






































participation with assigning lessons inclusive of different ethnic/cultural groups. On the 
other hand, twenty-four (42 percent) of the teachers did not assign lessons inclusive of 
different ethnic/cultural groups. Also, seven (12 percent) of the teachers did not find 
relevance to their classes and one did not respond. 
The significance of classroom implementation in support of multicultural education is 
essential to school-wide institutionalization. Without the inclusion of multicultural 
education in the classroom any level of curriculum reform in support of multicultural 
education is rendered meaningless. School system goals and mandates become hollow 
rhetoric. 
The literature contends that the hope of multicultural curriculum reform is to help 
teach students some degree of understanding different racial, ethnic, and religious groups 
which will translate into improved relations in an increasingly diverse society (Banks and 
Banks, 1989; Sleeter and Grant, 1987). In the final analysis, curriculum is transformed 
into meaning by teachers in the classroom. 
The last indicator in this category (item 20) afforded respondents the opportunity to 
indicate their experiences with the provision of school system resources allocated toward 
teacher training and development for classroom implementation of multicultural education. 
Twenty-two (39 percent) of the teachers surveyed revealed they had participated with 
training and development provided by the school system. Another twenty-two (39 
percent) of the teachers stated they had never experienced participation with training and 
resource development provided by the school system. Meanwhile, eleven (19 percent) of 
the teachers found this indicator irrelevant to their classrooms and three (5 percent) of the 
teachers did not respond. 
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The responses to these questionnaire indicators, 19 and 20, suggest teacher interest 
and involvement with implementation of multicultural education in their classrooms; but 
revealed limited resources provided to teachers for classroom assistance in 
implementation and training and development in multicultural education from the school 
system. Overall, the responses reveal the impact of sporadic and de-emphasized 
involvement from system-wide school leaders. This position is further supported in 
teacher responses to questionnaire items 11 and 12 in which thirty-nine (34 percent) of the 
teachers indicated they never received support from central administrators and sixteen (14 
percent) did not find relevance to these activities. 
The literature contends, when central decision makers abdicate their responsibilities for 
providing meaningful assistance to implement their mandates, the result is likely to be an 
outcome of “nonimplementation” (Briesehke, 1987). Further, successful school 
improvement projects are most effective when the central office involves some mixture of 
decisive mandating of general directions combined with sufficient technical and financial 
assistance (Brickell, 1980). 
Lack of system support could be a contributing factor to the findings revealed in the 
analysis to questionnaire items 19 and 20. Teachers were almost split by their responses 
related to implementation of multicultural education in their classrooms. Eighty-one (47 
percent) of the teachers surveyed stated they had experienced support from school 
administrators in multicultural staff development training and acquiring preparation and 
knowledge to enhance multicultural education in their classrooms. Fifty-six (33 percent) 
of the teachers did not. Vast discrepancies among teachers related to school system 
support is revealed. It is not surprising then, that thirty-three (19 percent) of the teachers 
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responding found no relevance to questionnaire indicators 6 through 8 and one (less than 
1/2 percent) of the teachers did not respond. 
Parallel to this are similar reactions from teachers responding to indicators 9 through 
15 in Category II. These items allowed teachers the opportunity to state their experiences 
with support from school leaders in reference to “available multicultural staff development 
opportunities.” Twenty-seven (47 percent) of the teachers surveyed revealed that they 
received support from administrators to train in multicultural staff development. Nineteen 
(33 percent) of the teachers indicated they did not receive support from administrators to 
train in multicultural staff development activities. Also, ten (18 percent) of the teachers 
found no relevance to their classes in reference to school system support in multicultural 
staff development training. Two (3 percent) did not respond to these items. 
Analysis of the juxtaposition of teacher responses in categories I, II and IV further 
illustrates the importance of local and central decision-makers as resource providers. For 
example, Persell (1982) found that successful principals and school system administrators 
are good at acquiring needed materials and training and understand the resources that 
need to be managed to assist teachers in the classroom. Further, Manasse (1984) 
contends instructional leaders have the capability to mobilize available resources to 
implement policies that lead to desired outcomes but must intuitively apply the practices 
that present leadership as a system of support. 
Teacher Recognition Of Cultural Diversity 
Category IV combines the last set of indicators (items 21-27). Teachers were asked to 
respond to their frequency of involvement with “teacher recognition of cultural diversity in 
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experiences with specific recognition to honor heroes from various ethnic groups (Black 
Americans, Hispanics, Asians, and Native Americans), respectively. 
Analysis of teacher responses revealed different levels of participation for each item, 
which required ethnic/cultural group specificity for classroom recognition. For example, 
forty-six (81 percent) of the teachers responding to this item celebrated special days 
related to Black Americans in their classrooms. Eleven (19 percent) of the teachers 
responding indicated recognition to honor the celebration of Hispanics in their classrooms. 
The celebration of special days related to Asians showed seven (12 percent) of the 
respondents provided for teacher/classroom recognition. The celebration of special days 
related to Native Americans was recognized by fourteen (24 percent) of the teachers. 
On the other hand, three (5 percent) of the teachers surveyed indicated they had never 
participated in the celebration of special days to honor Black Americans in their 
classrooms. Sixty-four (56 percent) of the teachers did not recognize special days to 
honor Hispanics or Asians in their classrooms, respectively. Special days to honor Native 
Americans were rejected by thirty-one (54 percent) of the teachers, as well. 
Specifically, only special days related to Black Americans was celebrated once or twice 
a week by six (10 percent) of the teachers in their classrooms. Moreover, three (5 
percent) of the teachers did not find relevance for recognition of special days to honor 
Black Americans. Twenty-four (21 percent) of the teachers did not see relevance 
to celebrate Hispanic or Native American special days in their classrooms, respectively. 
Sixteen (28 percent) of the teachers surveyed did not find relevance to celebrate special 
days related to Asians in their classrooms. 
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Closely related to this, five (more than 8 percent) of the teachers did not respond to the 
indicator to recognize classroom special day celebrations to honor Black Americans. A 
total of two (less than 4 percent) of the teachers did not respond to classroom special day 
recognition to honor Hispanics, Asians and Native Americans, respectively. 
The celebration of heroes and heroines and special days for specific groups of people 
of color can be one ingredient in developing multicultural curriculum. Of the four 
approaches described in the literature, this “contributions approach” is the least favored. 
At the same time, Banks (1994) argues that “this” Contributions Approach can be used as 
a vehicle to move to other more intellectually developed approaches. The Transformation 
Approach changes the basic assumptions of the curriculum and enables students to view 
concepts, issues, themes, and problems from several ethnic perspectives and points of 
view. The Decision Making and Social Action Approach includes all of the elements of 
the Transformation Approach and adds components that require students to make 
decisions and take actions related to the concept, issue or problem they have studied in a 
particular unit. The Mixing and Blending Approaches moves from the first to the higher 
levels of ethnic content integration into the curriculum, gradually and cumulatively (Banks, 
1994). 
Still, the Contributions Approach can be considered better than nothing. The analysis 
of the survey data does not enable a determination as to whether teachers reject the 
Contributions Approach because they have moved to a Transformation Approach or to a 
Decision Making and Social Action Approach or whether they are doing nothing at all. 
Questionnaire item 25 examined “teacher led discussions of famous people from various 
ethnic groups.” Analysis revealed thirty-six (63 percent) of the teachers had led classroom 
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discussions on this activity. On the other hand, ten (17 percent) of the teachers indicated 
they never participated in such discussions. Also, two (3 percent) of the teachers surveyed 
did not find this item applicable to their classes. Fourteen (24 percent) of the teachers did 
not respond. 
The last two indicators (items 26 and 27) solicited teacher response to the “frequency 
of inclusion of classroom pictures” and “bulletin board displays” of more than four ethnic 
groups in their classrooms, respectively. Sixty-five (57 percent) of the teachers surveyed 
participated in this activity in their classrooms. Specifically, seventeen (15 percent) of the 
teachers sought inclusion of more than four different ethnic groups in their classroom 
pictures and on their bulletin board displays at least once a semester. While twenty (17 
percent) indicated inclusion of more than four different ethnic groups in their classroom 
pictures and bulletin board displays once or twice a week. On the other hand, nine (less 
than 8 percent) of the teachers surveyed did not find this activity relevant to their classes; 
and two (less than 2 percent) of the teachers did not respond. 
The consistent inclusion of visual displays of heroes of people of color in the classroom 
is well supported in the literature as another means to enhance implementation of 
multicultural education. For example, Banks with Clegg (1990) contend that students 
need many different opportunities to envision ethnic heroes. Meham, Lintz, Okamoto and 
Wills (1995) suggest that curriculum efforts that provide students of color with historical 
role models can improve self-esteem. King and Wilson (1990) stress the necessity to 
educate all students with a history that may ultimately improve race and ethnic relations in 
an increasingly diverse society. Teacher efforts toward classroom inclusion of all learning 
experiences can take many forms. The inclusion of classroom pictures and bulletin board 
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displays is basic and rudimentary, but can be taken as an indicator of teacher interest and 
general curriculum directions. 
Specific Special Day Celebrations And Teacher Led Discussions 
Table 9 displays additional indicators for celebrations on specific days for Black 
Americans, Hispanics, Asians, and Native Americans for items 21 through 24. Teacher 
led classroom discussions on specific famous people from various ethnic groups, item 25, 
is also shown. 
Item 21 required teacher responses for the celebration of specific special days related 
to Black Americans. Forty-six (almost 81 percent) of the teachers surveyed stated they 
participated in the celebration of the Martin Luther King, Jr. Birthday. Whereas fifty-two 
(91 percent) of the teachers celebrated Black History week or month; and eighteen (31 
percent) of the teachers indicated they celebrated special days related to other Black 
Americans in their classrooms. 
Item 22 asked teachers to respond to special days related to Hispanics. Analysis 
revealed two (less than 4 percent) of the teachers celebrated the recognition of Vasco 
Nunez de Balboa. Meanwhile, eleven (19 percent) of the teachers celebrated the 
recognition of Hispanic Heritage Month and three (5 percent) of the teachers surveyed 
celebrated other special days in honor of Hispanics in their classrooms. However, this 
same teacher solicitation required responses for item 23, but specified the celebration of 
special days related to Asians. Four (7 percent) of the teachers surveyed celebrated 
special days to honor Asians including the New Year; and two (3 percent) of the teachers 
celebrated other Asian special days. Likewise, teacher responses to item 24 (which 
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teachers surveyed celebrated other special days to honor Native Americans in their 
classrooms; while one of the teachers indicated they celebrated the New Year in their 
classroom. 
Specific teacher-led discussions on famous people and heroes from various ethnic 
groups (item 25) revealed forty-six (81 percent) of the teachers surveyed discussed events 
related to Black Americans in their classrooms. Thirteen (23 percent) of the teachers 
discussed events in reference to Hispanics and eleven (19 percent) of the teachers 
discussed events describing Asians. Meanwhile, fifteen (26 percent) of the teachers 
discussed events related to Native Americans, nineteen (33 percent) of the teachers 
discussed events in reference to ethnic Caucasians, and two (3 percent) of the teachers 
surveyed indicated they had led classroom discussions on heroes of other ethnic groups in 
their classrooms. 
Teachers overall indicated participation with special day celebrations and activities as 
well as teacher-led discussions on famous people from various ethnic groups in their 
classrooms. However, classroom celebration for special day recognition was generally 
limited for specific Hispanic, Asian, Native American and various other ethnic groups. 
In reference to this, the literature contends that multicultural education must be 
conceptualized and implemented broadly (to include all subject areas) if it is to bring about 
meaningful changes in institutions of learning. When multicultural education is narrowly 
conceptualized only as content integration, it is often confined to activities for special days 
and occasions, a special unit, an additional book by an African American or Hispanic 
writer, or a few additional lessons (Banks, 1995). 
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Further, Banks (1995) remarks that a school experience that is multicultural includes 
content, examples, and realistic images of diverse racial and ethnic groups. Teachers must 
also model the attitudes and behaviors they are trying to teach. 
Analysis Of Response By Category 
To verify differences among the four established categories, a sign test for paired 
comparisons was executed. This test was used to determine whether differences between 
pairs of observations had a positive sign or a negative sign. Maxwell, (1983) proposes 
that all differences equal to “0” are deleted and the remaining differences are identified as 
(“+” or “-”), depending on whether they are positive or negative. Ifp is the population 
proportion of “+’s” or “-’s,” the hypothesis of equal averages becomes the null hypothesis 
p = 1/2. Further, in a discrete population with several values equal to the median, it is 
possible that the numbers of values above and below the median may differ. 
Paired Comparison Of Response By Category 
In this study, a median score of item responses was determined in each category for 
every respondent. A response of “not applicable” was given a score of zero; a response 
of “never” was given a score of one; a response of “once a semester” was given a score of 
two; a response of “twice a semester” was given a score of three, a response of “once or 
twice a month” was given a score of four; and a response of “once or twice a week” was 
given a score of five. The signs of differences were calculated in each category and the 
formula was applied for each of the six-paired comparisons. The categories were paired 
as follows: Category I and II, Category I and III, Category I and IV, Category II and III, 
Category II and IV, and Category III and IV. Table 10 illustrates the significance of 
differences between each paired category. 
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Table 10 also shows that all matched pairs were significant (z > 1.645, p < .005). 
Teachers indicated that they spent a greater amount of time on activities related to the 
recognition of cultural diversity or special day celebrations. On the other hand, they 
revealed they spent the least amount of time with classroom implementation practices. In 
addition to this, teachers expressed a strong interest with staff development activities and 
teacher preparation and knowledge, respectively. 
This test was useful in determining the frequency and amount of time teachers spent in 
each of the four established categories. As a result, administrators have more data 
available to further assist with future system-wide staff development and planning 
activities to better augment the goal of implementation of multicultural education. 
For example, since the test indicated the need for increased support for staff 
development activities, administrators can make provisions for more of these types of 
opportunities and can better affect the frequency of classroom practices in the 
implementation phase. Moreover, the results of the sign test indicate that teachers are 
interested in multicultural education but require additional training opportunities for more 
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Discussion Of The Research Questions 
In Chapter I, four questions were proposed which guided the research. Although the 
questions were answered in earnest according to individual responses gathered in the 
questionnaire and shown in respective tables in Chapter IV, they are summarized here to 
facilitate further clarity of the study. These questions are also reflective in each of the four 
categories within the questionnaire. 
Question 1: 
The first research question asked, “What multicultural staff development opportunities 
are available to teachers in the District of Columbia school system?” Responses to 
questionnaire items indicated that administrators have provided multicultural staff 
development opportunities to teachers and they have participated in these activities; and, 
in many instances, have initiated their own involvement. For example, 72 (percent) of the 
teachers acquired knowledge and preparation in relationship to the ethnicity of the 
different cultural groups in their respective classes. They also revealed self-interest and 
sensitivity to the diversity in their classrooms. Table 5 further supports this finding and 
showed that 63 (percent) of the teachers thought that students should also have the 
opportunity to investigate their own heritage. At least some involvement was identified by 
39 (percent) of the teachers surveyed. Meanwhile, item 18 revealed further interests from 
teachers by the written comments requesting seminars and lectures conducted by people of 
various cultures on multicultural education and increased workshops, overall. 
Question 2: 
Research question 2 asked, “Are teachers given release times to participate in 
multicultural staff development training?” Responses to questionnaire items indicated that 
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39 (percent) of the teachers stated that they were given release time and had participated 
in multicultural staff development training. Support is also revealed with 35 (percent) of 
the teachers indicating recognition and participation with self-enrollment in attending 
outside workshops on multicultural education. Teachers specifically identified interests 
for additional workshops to better understand mainstream English as a second language of 
(ESL) students assigned to their classes. 
Question 3: 
The third research question asked, “What incentives are provided to encourage 
teachers to participate in multicultural staff development training?” Sixty-three (percent) 
of the respondents stated that both central and building-level administrators encourage 
their implementation in these activities in their classrooms and 53 (percent) of the teachers 
experienced support. Item 18 showed that teachers provided suggestions to further 
enhance their encouragement such as, providing students and teachers with the 
opportunity to travel abroad in groups; and the organization of international days 
(students bringing food, artifacts and art from their respective countries) by the Foreign 
Language Department. More than half of the teachers indicated support from building 
administrators. 
Murphy (1989) suggests that effective leaders can provide incentives for teachers 
through rewarding and otherwise recognizing teachers for their efforts, delegating 
appropriate responsibilities, and promoting professional development through school-wide 
staff development. 
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Additionally, other approaches for delivering staff development can include: 
• Stipend budgets for in-service training after school, on Saturdays, and/or during the 
summer (Eubanks and Levine, 1983); 
• Reduction of teachers’ duty periods to provide time for staff development and 
collaboration during the regular school day (Glickman and Pajak, 1986); 
• Creation of “early closing” days when the student day is shortened in order to provide 
staff development; “early dismissal” of students during the last week of school to 
provide more time for staff and organizational development (Carter et al., 1990); and 
• Provision of a full-time staff development specialist to work with faculty members 
released from planning and/or duty periods through assignment of substitute teachers 
(Levine and Sherk, 1989, 1990). 
Question 4: 
The final research question asked, “What resources have been made available to assist 
teachers with training and development in multicultural education?” Support has been 
made available as responses indicated that 38 (percent) of the teachers participated with 
training provided by school system resources and 28 (percent) of the teachers participated 
with these provisions at least once a semester. Support is also indicated with 57 (percent) 
of the teachers utilizing pictures and bulletin boards to display ethnic diversity in their 
classrooms. 
In addition to this, teacher led discussions on famous people of various ethnic groups 
further revealed teacher involvement with acquiring resources. Thirty-five percent of the 
teachers surveyed indicated they received both support and involvement from members 
within the local community. Likewise, 40 (percent) of the teachers indicated involvement 
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and teacher interests heightened with specific suggestions/requests for current 
multicultural reference and trade books, audio/visual materials, computer program 
training, the availability of additional resource persons, businesses, metropolitan media and 
career-related workshops. 
These indications of interests are fully supported in the literature. For example, Levine 
and Stark (1981) ague that effective inner-city schools ensure that an abundance of 
suitable materials are easily available for use. Somewhat similarly, Venezkey and Winfield 
(1979) remark on the great lengths to which administrators at such schools go to provide 
a surfeit of appropriate instructional materials. 
The responses imply that teachers are participating in multicultural education and 
implementation in their classrooms and are interested in further staff development training 
and seminars to assist with their involvement. Continued support, encouragement and 
system-wide emphasis would effectuate the necessity for the inclusion of multicultural 
education in teachers’ classrooms by both central and local building administrators. 
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CHAPTER V 
SUMMARY OF THE STUDY 
Multicultural education in this study was defined as a means for using cultural diversity 
and equality to enhance the total learning process. The purpose of the study was to 
investigate the current state of multicultural educational development opportunities 
available to middle school teachers in a large urban school system, as reported by middle 
school teachers. The study also ascertained support provided by both local and central 
school decision-makers to assist teachers with implementation of multicultural education 
in their classrooms as mandated by the Superintendent of Schools. To further measure the 
relevance of the study, teachers were surveyed to solicit their responses to determine the 
frequency of involvement with specific and general classroom activities related to 
multicultural education. 
Historically, the early years of public education in the United States were characterized 
by a world where a mainstream majority dictated the norm nationally. Public schools 
served as the social institution where the children of poor European immigrants could be 
socialized into “Americans.” 
From the advent of public education in the United States until the civil rights 
movement of the 1960’s, people of color were denied access to the same educational 
opportunities as children of European immigrants. The multicultural education movement 
sought to change this by encouraging teachers to implement the goals of multicultural 
education. 
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According to Baptiste (1979), these include public education that is inclusive of diverse 
staffing, a curriculum which incorporates the contributions of all cultural groups, the 
recognition and respect for language barriers, and to ensure that institutional materials are 
free of bias and stereotypes. 
Findings Of The Study 
The findings of the survey according to the four provided categories are as follows: 
Category I. Teacher Preparation And Knowledge 
• Teachers indicated they have taken the initiative to research the various cultures of 
their students’ ethnic groups in their classrooms. Teachers also expressed involvement 
with understanding the importance of the backgrounds of their students in preparation 
for anticipated challenges to various lessons of study. Still, however, some of the 
teachers indicated they had never made such attempts to understand cultural 
background differences among their students. 
• The majority of teachers did not experience support from school leaders based upon 
release time to train in multicultural education staff development. Only a few teachers 
indicated they were given sufficient release time to participate in multicultural staff 
development training. 
• When asked if the opportunity to train in multicultural education staff development 
was made available, the majority of teachers indicated that opportunities to train did 
occur. 
• Teachers also indicated they were given sufficient time to prepare lessons on 
multicultural education to meet curriculum requirements for their students which 
would provide them the opportunity to investigate their own heritage. 
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Category II. Available Staff Development Opportunities 
• The majority of teachers indicated they received support from administrators for 
building-wide staff development training but many teachers revealed they did not 
experience such support. The results were similar from teacher responses when asked 
if the availability of in-school resources were provided. The majority of teachers 
surveyed received support from these provisions but many teachers indicated in-school 
resources were not available. 
• The majority of teachers surveyed did not experience the availability of outside 
presenters or local community members to visit their classrooms in support for 
implementation of multicultural education. 
• The majority of teachers received support and encouragement from both local and 
central school administrators to implement multicultural education into their 
curriculum. 
• The indicators in reference to “teacher’s individual research for their classrooms” and 
“self-initiated workshop attendance” received different findings. Teachers indicated 
they researched multicultural education materials for their classes independently. 
However, the majority of teachers surveyed did not seek to attend individual 
multicultural education workshops not sponsored by the school district. 
Category III. Implementation Phase In Classroom/School 
• Many of the teachers surveyed did not implement multicultural education in their 
classrooms routinely and some of the teachers indicated they never implemented 
multicultural education in their classrooms. 
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• The majority of teachers indicated they did not experience assistance from school 
leaders to enhance implementation of multicultural education. However, almost half 
of the teachers responded in favor to the importance of multicultural education in their 
classrooms. 
Category IV. Teacher Recognition Of Cultural Diversity 
• The responses to indicators soliciting remarks for “teacher recognition of cultural 
diversity in their classrooms to honor various ethnic groups” (Black Americans, 
Hispanics, Asians, and Native Americans) differed somewhat according to the given 
ethnic group. Although the vast majority of teachers surveyed celebrated special days 
related to Black Americans, the majority of teachers did not celebrate special days 
related to Hispanics, Asians, or Native Americans. Moreover, many teachers found no 
relevance to the celebrations of special days related to ethnic groups other than Black 
Americans. 
• On the other hand, the indicators soliciting teacher involvement for “teacher led 
discussions” on specific ethnic heroes revealed more favorable responses. The 
majority of teachers surveyed indicated they led classroom discussions on famous 
people from various ethnic groups. Although the discussions on famous Black 
Americans prevailed, according to teacher responses, discussions on famous 
Hispanics, Asian, Native Americans, ethnic Caucasians, and others (various open 
responses) were initiated, as well. 
• The indicators soliciting teacher responses on the “frequency of classroom pictures 
and the “frequency of bulletin board displays” in their classrooms of at least four or 
more different ethnic groups was favorably supported by the majority of teachers. 
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Teachers surveyed revealed these activities to be frequent occurrences, at least once or 
twice a month in their classroom participation. However, many teachers indicated 
they did not participate with these practices. 
Conclusions 
The findings of survey revealed varied and different responses from teachers within 
each of the four categories and respective indicators. In many instances, teachers 
indicated they experienced favorable practices in response to questionnaire items while 
some of the teachers revealed unfavorable responses to the same indicators. As a result, 
the percentage and frequency of teacher involvement in some of the questionnaire items 
revealed differences in relation to their individual experiences with implementation of 
multicultural education in their classrooms. 
For example, many of the teachers indicated they researched the various cultural and 
ethnic groups of their students to enhance their understandings but many of the teachers 
surveyed indicated they did not initiate such research. The majority of teachers indicated 
they did not receive support from administrators to train in multicultural education under 
release times but the opportunities to train as well as time to prepare lessons on 
multicultural education did occur. 
Disparity was also revealed for teacher experiences in available staff development 
opportunities. The majority of teachers surveyed indicated they received support from 
building administrators to participate in multicultural education staff development as well 
as encouragement. However, the majority of teachers did not solicit multicultural 
education workshops on their own. Additionally, many of the teachers surveyed did not 
receive assistance from school administrators to enhance implementation of multicultural 
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education in their classrooms. As a result, some of the teachers did not fulfill the practices 
of multicultural education in their classrooms. Also, many of the teachers indicated they 
included pictures of people of color in their classrooms and on their bulletin boards but 
many of the teachers surveyed did not participate in such classroom practices. 
In the final analysis, teachers require routine support, encouragement, interaction and 
ample opportunities to train from school administrators if multicultural education is to 
become a viable part of the implementation phase in their classrooms as outlined in the 
goals and mandates of the school system. 
Implications 
The importance of this study was significant because it described and identified current 
classroom practices and provided a means of consideration for future system-wide 
planning for multicultural educational staff development and training opportunities for 
teachers by central and building level administrators. Further, the study revealed specific 
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differences among teacher responses with regard to the frequency of classroom activities 
and training opportunities for teachers in implementation of multicultural education. For 
example, within all of the four categories provided, teacher responses revealed almost 
mutually split indications with regard to actual involvement, practices and support with 
some of these indicators. Whereas some of the teachers surveyed experienced availability 
of resource support with these activities while others did not. 
Since implementation of multicultural education has been mandated by the 
Superintendent of School in the District of Columbia, the staff development and training 
division as well as curriculum reformers should consider or continue to fully assess the 
needs of all teachers in relationship to the cultural diversity of their students as they 
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prepare them to participate in the global economy. Further, when all teachers, the 
implementers of the curriculum, are given the opportunity to participate and provide input 
on their needs, the barriers to change and training are lessened and are likely to result in 
teacher ownership. As a result, students are rewarded with a more fulfilling classroom 
experience that leads to greater self-esteem and personal interactions with others in 
society. 
These points are well supported in the literature. An effective teacher education policy 
for the 21st Century must include as a major focus the education of all teachers in . 
multicultural education, including teachers of color, in ways that will help them receive the 
knowledge, skills, and attitudes needed to work effectively with students from diverse 
racial, ethnic, and social class groups (Banks, 1991). 
For example, this study revealed the majority of teachers expressed self-interest in 
providing activities that were inclusive of the cultural diversity in their classrooms. They 
also indicated interests with participating in additional training opportunities and 
workshops on multicultural education. However, they stated that stronger and additional 
support was needed from administrators for providing release times and opportunities to 
train. As a result, administrators have additional data that will affect their efforts in 
planning. 
Moreover, these results indicated teachers possessed positive attitudes on multicultural 
education and revealed their thoughts to the necessity and inclusion into the curriculum. 
Teachers must continuously be encouraged to implement strategies that relay the 
significance of multicultural education so that it becomes a part of the daily activities 
rather than that of devoting specific time or that there is inadequate time for these 
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experiences. In addition, an important implication of this research is that teachers must be 
provided with training and other opportunities that will enable them to examine their 
feelings, attitudes, and values, and helped to develop attitudes consistent with a 
democratic society. They must also initiate meaningful training on their own by searching 
through day-to-day influences and experiences. 
Media multicultural education, for example, plays a powerful role in the social 
construction of knowledge about race, ethnicity, and culture (Hall, 1977). It fosters both 
ethnic pride and erodes self-esteem through the repetition of themes, messages, and 
images (Allen and Hatchett, 1986). Further, media also influences viewer and reader 
structures for perceiving, receiving, thinking, and remembering—the way people process 
and organize information (and misinformation) and ideas as they construct their personal 
multicultural knowledge (Adoni and Mane, 1984). Teachers must utilize all levels of 
experiences and create opportunities to direct classroom learning to be inclusive of 
multicultural education. This is particularly important in terms of the analysis of media- 
based multicultural knowledge, beliefs, perceptions, and attitudes that students bring to 
school (Cortes, 1995). 
This study suggests that continuous administrative planning for staff development 
training on multicultural education would augment the positive attitudes teachers revealed 
and would decrease or minimize any individual fears or barriers that my surface during 
classroom activities. The information and collection of data identified in this study should 




The ultimate goal of multicultural education is to provide a means for using cultural 
diversity and equality to enhance the total learning process. This study of research on 
multicultural education and teacher staff development opportunities to train yielded ten 
methodological concerns: 
1. The outcomes of multicultural education are manifested when both teachers and 
students learn to explore these activities as they become a routine within every day 
classroom practices and experiences. Therefore, teachers need greater assistance with 
their own understandings and abilities to implement activities that are multicultural. 
2. Teacher education and preparation training programs should include multicultural 
education training across all disciplines of study and instruction. 
3. Teacher trainees should be afforded the opportunity to clarify their own feelings, 
beliefs, and experiences with both differences and similarities of various cultural ethnic 
groups in contrast to their own. 
4. All school systems should offer equitable rewards and support that attract “unique and 
interested” teachers dedicated to providing an equal education to all students. 
5. Preparation and licensing should reflect the demands of teachers’ evolving roles. 
6. Providing equity in the distribution of teacher quality requires changing policies and 
long-standing incentive structures in education so that shortages of teachers are 
overcome, and schools serving low-income and minority students are not 
disadvantaged by lower salaries and poorer working conditions in the bidding war for 
good teachers. 
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7. If multicultural education is to become reality provisions for adequate opportunities to 
train as encouragement, incentives, and implementation strategies must be made 
available to teachers. 
8. Teacher support must be visible at all levels of the institutional structure. 
9. Further study is recommended to determine the effectiveness of specific efforts that 
increase the opportunities for teachers to train and the relative frequency of classroom 
involvement, activities, and practice. 
10. Multicultural education can be enhanced through the exploration of learning and 
teaching styles and relationships between culture and teaching strategies. 
More fundamentally, teachers need more knowledge and must examine their racial and 




LETTERS OF AGREEMENT/INTENT 
5546 5th Street N.W. 
Washington, D.C. 20011 
May 30, 1995 
Dr. Shelia G. Handy 
Deputy Superintendent 
415-12th Street N.W./Room 903 
Washington, D. C. 20004 
Dear Dr. Handy: 
This is to seek your support with the research of my doctoral dissertation survey for 
the University of Massachusetts at Amherst. The survey is to be disseminated to teachers 
in selected middle schools in the District of Columbia Public School system; from three 
quadrants of the City (NW, NE, and SE). 
The study will examine the multicultural staff development opportunities available to 
teachers and their classroom practices during the 1993-1994 school year. The District of 
Columbia School system will be named but individual teacher responses and schools will 
not. 
The principals at each of the three schools will be notified via telephone and in writing. 
Upon approval, teachers will be given the attached questionnaire and asked to provide 
their anonymous but honest and candid responses. The proposal is also enclosed for your 
your review. 
Further, the analysis of the data will serve as a guide for subsequent planning with 
system-wide training in the area of multicultural education /awareness for teachers to 
consider the inclusion of into their classroom practices. 
Thank you for your consideration. 
Sincerely, 
n/yuy ^ 




5546 5th Street N.W. 
Washington, D. C. 20011 
June 1, 1995 
Dr. Courtney Fletcher 
Principal 
Washington, D C. 
Dear Dr. Fletcher: 
Thank you for your support with my dissertation study from the University of 
Massachusetts at Amherst. The study investigates the multicultural staff development 
opportunities available to teachers in the District of Columbia Public School System. 
Specifically, the study examines the extent to which multicultural educational 
opportunities are made available to teachers. 
Your teachers will be surveyed pertaining to their classroom practices in 1993-1994. 
A copy of the survey is attached for your review along with a basic instruction sheet. 
Further, the survey will not render the name of your school nor teachers in any way. It is 
strictly anonymous. 
Please assist me with this effort by encouraging your teachers to participate. Thank 
you for your consideration. 
Sincerely, 




5546 5th Street N.W. 
Washington, D. C. 20011 
June 1, 1995 
Mr. Bill Lipscomb 
Principal 
Washington, D.C. 
Dear Mr. Lipscomb: 
Thank you for your support with my dissertation study from the University of 
Massachusetts at Amherst. The study investigates the multicultural staff development 
opportunities available to teachers in the District of Columbia Public School System. 
Specifically, the study examines the extent to which multicultural educational 
opportunities are made available to teachers. 
Your teachers will be surveyed pertaining to their classroom practices in 1993-1994. 
A copy of the survey is attached for your review along with a basic instruction sheet. 
Further, the survey will not render the name of your school nor teachers in any way. It is 
strictly anonymous. 
Please assist me with this effort by encouraging your teachers to participate. Thank 
you for your consideration. 
Sincerely, 




5546 5th Street N.W. 
Washington, D. C. 20011 




Dear Ms. Jones: 
Thank you for your support with my dissertation study from the University of 
Massachusetts at Amherst. The study investigates the multicultural staff development 
opportunities available to teachers in the District of Columbia Public School System. 
Specifically, the study examines the extent to which multicultural educational 
opportunities are made available to teachers. 
Your teachers will be surveyed pertaining to their classroom practices in 1993-1994. 
A copy of the survey is attached for your review along with a basic instruction sheet. 
Further, the survey will not render the name of your school nor teachers in any way. It is 
strictly anonymous. 
Please assist me with this effort by encouraging your teachers to participate. Thank 
you for your consideration. 
Sincerely, 




5546 5th Street NW 
Washington, DC 20011 
June 1, 1995 
Dear Teacher: 
Please find enclosed an anonymous and voluntary survey on multicultural 
educational staff development opportunities made available to middle school 
teachers. 
This is to seek your support with the research of my doctoral dissertation 
survey for the University of Massachusetts at Amherst; Amherst, Massachusetts. 
The survey is being disseminated to teachers in three randomly selected middle 
schools in your school system. 
The study will examine the multicultural educational staff development 
opportunities made available to teachers and their classroom practices during the 
1993-1994 school year. You are requested not to sign the survey nor to identify 
the school in which you work. The research will be reported in aggregate only. 
Therefore, your responses will remain strictly confidential and anonymous. 
The results of the survey will be assessed using a six-point Likert scale on 
four categories and will support further staff development opportunities and serve 
as a guide for subsequent planning with system-wide training in the area of 
multicultural education/awareness for teachers to consider the inclusion of into 
their classroom practices. 
Further, your principal has agreed to cooperate with this effort and will 
disseminate and collect all surveys at your next faculty meeting. 
Thank you for your voluntary cooperation and consideration. 





MULTICULTURAL EDUCATION QUESTIONNAIRE 
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TEACHER TRAINING AND DEVELOPMENT OPPORTUNITIES 
IN MULTICULTURAL EDUCATION 
Part I: Demographic Data 
Information about you and your class for school year 1993-1994: 
1. How many years have you taught?_years 
2. What is your ethnic background? (Check one) 
White _Hispanic _Other (Specify_) 
Black Asian 
3. Grade level (s) of your students. _Grade (s) 
4. Ethnic background of your students. Please indicate the 
approximate number of each: 
White _Hispanic _Other (Specify_) 
Black Asian Total number of students 
The following questions are concerned with Multicultural Development And Training 
Opportunities For Teachers. Multicultural education is defined as: A means for using 
cultural diversity and equality to enhance the total learning process (Gollnick, 1990). 
Please indicate your level of involvement (if any) in the activities listed on the following 
pages. Please rate each item according to this scale: 
0 = does not apply to my grade level/class 
1 = this never occurred in my class during the year 
2 = this occurred at least once a semester 
3 = this occurred twice a semester 
4 = this occurred once or twice a month 
5 = this occurred once or twice a week 
Please answer the questions based on activities during the 1993-1994 school year only. 
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TEACHER TRAINING AND DEVELOPMENT OPPORTUNITIES 
IN MULTICULTURAL EDUCATION 
Part II: Responses To Classroom Frequency 
0 1 2 3 4 5 
Not Never Once a Twice a Once or Once or 
Applicable Semester Semester Twice a Twice a 
Month Week 
(Circle the appropriate number) 
5. How often have you acquired knowledge and 
preparation related to the culture of ethnic 
groups in your class? 0 1 2 3 4 5 
6. How often were you given time to develop/tailor 
your curriculum to encourage your students to 
to investigate their own heritage? 0 1 2 3 4 5 
7. Have you been given the opportunity to 
participate in multicultural staff development 
training? 0 1 2 3 4 5 
8. Have you been given release time to participate 
in multicultural staff development training? 
9. Did central administrators encourage you to 
implement multicultural education into your 
curriculum? 
10. Did local school administrators encourage you 
to implement multicultural education into 
your curriculum? 
11 .How often were building-wide resources on 
multicultural education made available to 
teachers in your school? 
12. How often were building-wide multicultural 
education training made available to 
teachers in your school? 
13. How often were multicultural staff development 
opportunities made available to teachers in 







TEACHER TRAINING AND DEVELOPMENT OPPORTUNITIES 
IN MULTICULTURAL EDUCATION 
0 1 2 3 4 5 
Not Never Once a Twice a Once or Once or 




(Circle the appropriate number) 
14. How often were multicultural education presenters 
and trainers brought-in to meet with your fellow 
teachers in your school? 0 1 2 3 4 5 
15. Persons from the local community have been involved 
in experiences with my class to support multicultural 
education activities. 0 1 2 3 4 5 
Please describe how. 
16. Did you research multicultural educational 
materials for your class? 0 1 2 3 4 5 
17. Did you attend local multicultural workshops 
not sponsored by the school district? 0 1 2 3 4 5 
18. Please identify any support/training you feel 
would enable you to better utilize multicultural 
educational materials in your class. 
19.How often did your assignments include the 
study and learning of different ethnic/cultural 
groups? 0 1 2 3 4 5 
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TEACHER TRAINING AND DEVELOPMENT OPPORTUNITIES 
IN MULTICULTURAL EDUCATION 
0 1 2 3 4 5 
Not Never Once a Twice a Once or Once or 




(Circle the appropriate number) 
20. Did the school system provide resources 
to assist you with training and development 
in multicultural education? 
21. During 1993-1994, did your class celebrate 
special days related to Black Americans? 
Please check those you celebrated: 
_Martin Luther King, Jr. Birthday 
_Black History Week or Month 
_Other (Please Specify_ 
) 
22. During 1993-1994, did your class celebrate 
special days related to Hispanics? 0 1 2 3 4 5 
Please check those you celebrated: 
Vasco Nunez de Balboa 
_Hispanic Heritage Month 
_Other (Please Specify_ 
) 
23. During 1993-1994, did your class celebrate 
special days related to Asians? 0 1 2 3 4 5 
Please check those you celebrated: 
New Year 




TEACHER TRAINING AND DEVELOPMENT OPPORTUNITIES 
IN MULTICULTURAL EDUCATION 
0 1 2 3 4 
Not Never Once a Twice a Once or 
Applicable Semester Semester Twice a 
Month 
24. During 1993-1994, did your class celebrate 
special days related to Native Americans? 
Please check those you celebrated: 
New Year 
Other (Please Specify 
25. Did you lead your class to discuss famous people 
from various ethnic groups? 





_Heroes of Caucasian Ethnic Groups 
_Other (Please Specify_) 
26. How often did your classroom pictures of great 
people include people from more than four racial 
or ethnic groups? 
27. How often did your bulletin board displays include 











RESPONSES TO ITEM 18 
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Item 18: Please identify any support/training you feel would enable you to better utilize 
multicultural education materials in your class. 
RESPONDENT NUMBER RESPONSE 
01 More multicultural education workshops provided 
to the diverse District of Columbia Public School 
System. 
02 Seminars and lectures given by people of various 
cultures. 
03 A resource file of famous African Americans from 
the past, present and future. 
04 Multicultural education training courses and 
workshops. 
05 Staff development workshops on Hispanics, Native 
Americans, and Asians concerning their culture, 
mores, language and economics. 
06 Provisions for students to travel abroad in groups 
and international days sponsored and organized by 
the Foreign Language Department (students 
bringing food, artifacts and art from their 
respective countries). 
07 Support from the American Federation of Teachers, 
Association For Supervision and Curriculum 
Development, Sororities and Fraternities. 
08 Support from the American Federation of Teachers 
on parental involvement and multicultural 
classroom management. 
09 Workshops, audio/visual materials, computer 
program training, community resource persons, 









More workshop offerings to teachers assigned to 
teach mainstream (ESL) students. 
Current multicultural references and trade books 
for review on teaching multicultural literature to 
ESL classes. 
Additional workshops on multicultural education. 
Increased staff development workshops. 
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